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ABSTRACT
GARETH THOMAS
THE NEW CLASSROOM TEAMS:
THEIR NATURE, DYNAMICS AND DIFFICULTIES
Adults are currently working alongside classteachers because of increased paren-
tal involvement in schools and the integration of children with special needs. 
Although these new teams are likely to experience difficulties, they have formed 
the subject of minimal research.
Teamwork research indicates that teams have difficulty in reconciling differences 
among members and that role definition is often problematic. Accounts of 
already-existing classroom teams confirm that such tensions exist. However, 
there are indications that by defining precisely the roles of participants, the team 
is made more effective.
The nature of the new teams is documented through a regional survey which also 
gives clues to team tensions. A model is advanced on the basis of attribution 
theory to account for these tensions and this is tested and validated against the 
results of in-depth interviews with team participants. Classroom teams prove to 
possess little structure with minimal role definition. Team members erect 
defences against the tensions arising out of these loosely-structured teams; these 
take the form of 'status' or 'definitional' solutions to the problems participants 
confront. These are in turn associated with particular kinds of constructs and 
attributions on the part of participants.
Participant observation in a secondary school support department confirms this 
dichotomy and indicates that in the absence of role definition, role-making 
evolves from interactions between participants; a model is advanced to account 
for and predict the nature of such interactions.
The importance of clarity of role definition having been indicated throughout 
the research, the final element confirms experimentally an hypothesis that 
improving such definition will result in improved team effectiveness.
Conclusions relate to the complexity and differentiation of dynamic within both 
homogeneous and heterogeneous classroom teams; operational strategies relat-
ed to these conclusions are advanced.
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INTRODUCTION
The need for this research ,
Over the past decade, many additional adults (that is, adults additional to the 
teacher) have moved into the classroom to work alongside the classteacher. 
There are a number of changes in educational thinking which have brought this 
move about, of which there are two of over-riding importance: i) the integration 
of children with special needs, and ii) the parental involvement movement. 
Both of these trends have, as I shall show, brought extra adults into classrooms. 
The picture of classrooms containing two, three or even more adults working 
together, represents a major departure from the stereotype of the classroom 
(one adult to one class) which the public probably holds.
The effects of these trends are exaggerated by other wider societal developments 
to result in an unprecedented influx of additional people to many classrooms. 
While the implications of specific groups of people (such as parents or support 
teachers) working in the classroom have begun to be explored in terms of the 
educational impact on children's attainment, the wider implications of the more 
general shift in altering the working environment of the classroom have re-
mained unexamined. As I shall indicate in the remainder of this section, there is 
widespread recognition amongst researchers, observers and commentators that 
analysis of this alteration is necessary.
Extra people due to integration
Fundamental changes have taken place in schools due to the move to integration 
over the last ten years or so. Calls for the integration of disabled people into
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society generally have been responded to in education and have been legitimised 
in this country by the report of the Warnock Committee (Department of Educa-
tion and Science, 1978) and by the 1981 Education Act. While integration has 
not occurred to the extent that some would have wished, calls for integration 
have given rise to a number of changes in the way in which services for those 
children who are experiencing difficulty are organised and delivered.
There are a number of trends within the integration movement, all of which 
result in the movement of additional adults into the classroom: . ■
1) Peripatetic teachers are beginning to provide help for these children by 
working alongside the classteacher in the classroom, rather than by withdrawing 
children, a practice which may stigmatise the children who are withdrawn.
2) It is becoming increasingly common to find that local authorities are, 
rather than placing children with special needs in special schools, seeking to 
make special arrangements for those children in ordinary schools; in practice, 
these arrangements often include the allocation of an ancillary helper to work 
with a child in his/her classroom for a set period of time in a week. Allied to 
this is the developing practice in some LEAs of providing welfare assistant time 
for children whose special needs are 'statemented' under the 1981 Education Act 
and who are attending ordinary schools. This looks set to increase with the 1988 
Education Act and its provisions for exclusion from the National Curriculum.
3) A whole-school approach to special needs in secondary and middle 
schools has seen a transfer of resources and personnel from remedial depart-
ments to the mainstream of the school. In practice, this has resulted in a change 
from systems of withdrawal to a range of new team-teaching arrangements; in
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these new arrangements, remedial teachers are working alongside mainstream 
colleagues and are now often designated support teachers.
4) In some local authorities, 'outreach' schemes are enabling the devolution 
of the skills of special school teachers (who remain on the special school staff) to 
mainstream classrooms.
5) Similar kinds of developments, with teachers seeking to work collabora- 
tively, are occurring in other, related, areas. For instance, in the teaching of 
children for whom English is a second language, the Bullock Report (Depart-
ment of Education and Science, 1975) comments:
We are wholly in favour of a move away from E2L provision being 
made on a withdrawal basis (p 392) [and] in secondary schools we 
believe that pupils with E2L needs should be regarded as the 
responsibility of all teachers, (p 394) v -
The move to integrate children with special needs from special to ordinary
schools means, then, that many of the staff who had been working with children
in special schools, special units or other special settings within the ordinary
school may now be deployed to work in the mainstream class alongside the clas-
steacher. Many of those practices which lay at the backbone of special needs
provision in ordinary schools (eg withdrawal for remedial work) and which were
also segregating in their effects are being replaced by practices which involve
specialist staff going into the mainstream classroom to work alongside the clas-
steacher. :' - • ' ■ -
Despite the general accord with which this move has been received, there have 
been suggestions that without proper organisation integration may not result in 
the benefits which were envisaged (e.g. Hodgson, Clunies-Ross and Hegarty, 
1984 in research conducted by the NFER; Strain and Kerr, 1981 in a large scale 
American review of the effects of integration). The success of integration hinges
Introduction Page 3
on the effective assimilation into mainstream education of special sector person-
nel and resources: in some cases it may be possible to meet special needs 
through the provision of equipment or through adaptation of the physical envi-
ronment; by contrast, the assimilation of human resources from special settings is 
infinitely more complex and more problematic.
Extra people due to parental involvement
Running parallel with moves due to integration is another major trend which 
results in additional people moving into the classroom to work alongside the 
classteacher. The parental involvement movement has gained increasing 
momentum over recent years and has been accompanied by a vigorous debate 
over the role of parents in the school. The concern of teachers' unions, for 
instance, centres on the implications for the teacher's status and on effects on 
staffing levels, with parents perhaps supplanting paid ancillary help; surveys by 
trades unions show that in some areas of the country as many as fifty parents a 
week have been working in some schools (Caudrey, 1985). It appears that the 
debate is being won by those who favour involvement, and teachers' unions seem 
to have re-examined their policies on the issue.
Despite the enthusiasm for parental involvement, research is beginning to 
support the notion that in its own right such involvement may not provide the 
unqualified benefits which some presume for it: Atkin and Bastiani (1985), for 
example, examining the effects of the very rapid movement of parents into 
primary schools feel that teachers need special training to work effectively with 
other adults in the classroom - training which, they say, is conspicuously lacking 
from the curricula of most teacher training establishments. Stierer (1985) finds 
that to make parental involvement a success may involve the teacher in substan-
tially more work.
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Other trends tending to increase adult participation
Wider social trends may exaggerate the effects of these changes and the prob-
lems which accompany them. The influence of technology on the economy and 
ultimately on the school is a case in point. At its simplest level this might find its 
translation into practice through young people on training schemes being placed 
to work in a school. Some argue (for example Cohen, Meyer, Scott and Deal, 
1979 - see p 152 ; Miskel, McDonald and Bloom, 1983 - see p 72) that the activi-
ties of people in school become more complex as the technological environment 
surrounding them becomes more complex. They argue that technology facili-
tates the appropriation of complex skills from professionals; they assert that this 
enables a loosening of professional constraints in such a way that potential par-
ticipants in the classroom may be able to participate with fewer inhibitions than 
they would have experienced ten or even five years ago.
General issues concerning the influx of additional adults
The developments concerned with integration (particularly with the integration 
of personnel), with parental involvement and with other moves result in radically 
altered classroom dynamics. If Doyle (1977) is correct in seeing the classroom as 
a fragile ecosystem in which the alteration of relatively minor variables may have 
profound effects, the effect of introducing another adult participant is, of itself, 
worthy of research.
However, little attention has been paid in this country to the means by which 
additional people in the classroom may work together to the best possible effect.
*. These page numbers relate to this thesis.
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By contrast, in the USA where the enactment of Public Law 94-142 (the Educa-
tion for all Handicapped Children Act) predated the 1981 Education Act by 
some six years, studies noting the effects of moves to integration in terms of the 
transfer of personnel from specialised settings to mainstream settings have been 
commissioned. DeVault, Harnischfeger and Wiley (1977), for instance, looked 
into the effects of personnel allocations to the various Project Follow-Through 
curricula. They make the observation that little if any attention has been paid to 
the question of how best to deploy additional personnel. They state:
It is high time to investigate this question. If we staff typical-sized 
classrooms with up to four full time instructional adults then we 
better find out how to use them most effectively, as the education-
al costs are surely high, (p 47)
Despite such clearly articulated recognition of the need for analysis in this area, 
little systematic work has been undertaken. Neither has there been any exami-
nation of the extent of the trends as a whole or the issues which arise from their 
introduction, despite the manifest coherence of a set of problems which appear 
to exist irrespective of the nature of professional groupings of the individuals 
concerned.
One of the assumptions to be tested by this thesis is that the influx of very varied 
groups of people is accompanied by problems which are general to the teams 
thus constituted, irrespective of the nature of the participants. The uncertainties 
engendered by these moves carry with them a host of questions which none of 
those groups has had the chance to formulate coherently, let alone address or 
resolve. An assumption throughout will be that despite the diversity of the 
groups of people moving into classrooms, they are homogeneous at least to the 
extent that such questions exist for them. Nevertheless, the heterogeneity of the
*. The term team is used throughout to mean any two or more adults working together in the 
classroom. ' .
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group in all other respects will be manifest throughout and where differences can 
be shown to exist by virtue of those differences, they will be highlighted for 
discussion, without forming the central focus of the research.
Although these questions have not been addressed in education, substantial 
amounts of work have been done in other areas, notably in industry, on the 
working of task-oriented groups. While much of this work is relevant to the 
current thesis, classrooms - in contrast to factories - present an environment 
populated with diverse inhabitants and governed by loosely formulated rules. 
These make the setting and the interpersonal connections more complex than 
those found in industry. In terms of the definition of the task to be done in the 
classroom, and of the nature of the rules in the environment, markedly different 
expectations exist between schools and the environments in which most work on 
group dynamics has been undertaken. These classroom teams therefore offer 
unique dynamics for study.
The general problems • some prima facie research questions
A number of theoretical issues emerge from this overview which raise questions 
for further analysis and refinement in the literature review.
They concern:
1) the dynamics of the class and the alterations which occur on the introduc-
tion of other adults; the nature of the loosely-formulated classroom team;
2) the status of the teacher in her work with other adults in the classroom in 
a situation which challenges traditional assumptions about her autonomy, 
factors which arise from the professional-lay relationship and the profes-
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sional-professional relationship;
3) the impact of teaming on the role of the teacher and her style of work;
4) the formulation of the roles of participants other than the teacher; the 
development of their roles in a situation which provides little in the way 
of role definition;
5) the operational strategies which need to be employed by classroom teams 
in view of changes in status, role or style invoked by the presence of addi-
tional people in the classroom in order to make a success of the innova-
tion.
A number of secondary-level questions emerge from the isolation of these 
theoretical issues. For the operational strategies outlined in (5) to be defined it 
is necessary to know about the extent and nature of the trends outlined, the 
specific problems which emerge from issues concerning status, role and style, 
and existing accounts and analyses which give clues to operational strategy. 
These questions also, then, need to be answered in the literature review and in 
the research in this thesis:
1 To what extent is the move of extra people into classrooms occurring?
2 If extra people are moving into classrooms, what problems have been 
experienced and how have these problems been perceived and defined by 
the various classroom participants?
*. Team is used both as a verb and a noun. Teaming thus refers to the process of people working 
together in a team.
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3 If there are problems emerging, are there accounts of strategies which 
have been employed in successfully overcoming them?
The organisation of the literature review
In relation to both the prima facie issues and the secondary level questions, the
review which follows examines relevant literature with a view to answering
questions about
a) team dynamics and associated concepts and models;
b) the extent to which the new teams are working in classrooms;
c) the tensions which are thereby created due to issues concerning status, 
style of teaching, and personal autonomy in such teamwork;
d) the operational strategies for involving and organising those people for 
the greatest benefit of children in classrooms.
The following chapter outline for the literature review is therefore indicated:
Chapter 1. To identify key features of classroom teams and their dynamics 
and to search for analogues in other kinds of teams. To identify and 
explore concepts - such as role and status - in the literature of social 
psychology and organisation science and to provide the basis for a frame- 
, ' work for relating these to the theoretical and practical issues to be identi-
fied in chapter 2; this analysis will provide insights into the kinds of 
operational strategies which may be employed in team-working in the 
- classroom. .
Chapter 2. a) To explore existing accounts of the extent of adult involvement 
in classrooms and to determine the composition of the groups involved
; and their activities in classrooms.
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b) To determine the nature of the tensions involved in such work and to 
highlight the constructs and categories employed by researchers and 
commentators in analyses of these tensions, in particular relating these to 
the models reviewed in chapter 1.
c) To isolate theoretical issues stemming from these constructs.
Chapter 3. . a) To examine key dimensions of classroom management research 
for guidelines on role delineation and definition in any operational 
strategies to be adopted by adult teams in the classroom.
b) To examine operational strategies tested by researchers in classroom 
situations and to relate these to models tested in group working in other, 
industrial or commercial settings.
c) To relate the efficacy of these models to key parameters of success 
which are related to the constructs and issues highlighted earlier.
Theoretical and methodological framework
The subject of the research places it at the intersection of a number of overlap-
ping domains of knowledge - from social and organisational psychology to 
management theory and classroom interaction - and these various bodies of 
knowledge will be drawn upon in the literature review for insights into the 
problems identified.
The literature review and fieldwork which follow find their theoretical context in 
three main areas. Psychology and social psychology provide the framework for 
two of these, namely:
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1) A model for delineating, contextualising and understanding the difficul-
ties which may arise when classroom teams operate and which postulates 
the nature of roles as variables affecting the group process. The notion of 
role and the means by which roles undergo transformation through inter-
action with other structural, task and contextual variables, into new roles 
is central to this understanding.
2) A synthesis of notions central to Kellyan construct psychology (Kelly, 
1955) and attribution theory (Heider, 1958) provides a vehicle for exam-
ining, interpreting and analysing the constructions which team partici-
pants are making in this team process.
3) The fieldwork methods evolved and used by ethnomethodologists and 
symbolic interactionists will provide the context from which data relating 
to 1 and 2 will be drawn.
Consistent with the formulation of the last of these, no attempt will be made to 
impose formally stated hypotheses upon the first stages of the fieldwork re-
search, where such hypotheses would be inconsistent with the tenets of such 
research.
The research also answers questions about the extent to which other adults are 
involved in classrooms. This descriptive element will provide the opening to the 
research (chapter 6) and the context for the research which follows. Hypothesis 
testing will be employed later on in the thesis, where other aspects of those 
constructs and categories isolated in the literature and elicited in the fieldwork 
exist clearly enough for experiment to take place.
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CHAPTER 1 
THE DYNAMICS OF 
PEOPLE WORKING TOGETHER
Aim of Chapter 1:
To identify key features of classroom teams and their dynamics and to 
search for analogues of such dynamics in other kinds of teams. To identi-
fy and explore concepts - such as role and status - in the literature of 
social psychology and organisation science and to provide the basis for a 
framework for relating these to the theoretical and practical issues in 
classroom teams, to be identified in chapter 2; this analysis will provide 
insights into the kinds of operational strategies which may be employed in
*Y
team-working in the classroom (to be explored in chapter 3).
This chapter begins by exploring models for inquiring into the question of team-
working. It proceeds by
i) reviewing a framework (the Krech model) for examining certain group 
processes;
ii) exploring the notion of role-,
iii) contrasting the notion of role as 'given' with its existence as an 'emergent 
process';
iv) relating these ideas to research into 'small work groups';
v) relating these ideas to the classroom group for implications about facili-
tating teamwork there.
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Inquiry into the phenomenon of adult teams in classrooms
Although schools conspicuously operate as social institutions, very little attention 
has been paid to the working of adults together in those institutions. Partly, this 
is because schools have traditionally operated as a collection of working units 
(namely, classrooms) which have functioned strictly as the working domain of 
one person. This very isolation has led to the concerns of educational research 
and evaluation being centred on the solitary teacher and her class of children. 
The concerns of social psychology have been among the children and the ways 
that groups of children work and interrelate with the teacher. If management 
and teaming issues have been examined it has customarily happened at the 
school level, for it is only here that several adults exist working together as a 
unit. Since the received wisdom has been that teachers work on their own with 
their classes, analysis has ostensibly needed to go no further.
Even where people have begun to work together in the classroom, as for in-
stance in the case of team teaching, the 'team' in question was seemingly taken to 
be too small a phenomenon to be worthy of interest in itself. Alternatively, the
X ’ ....
functioning of the people working together was taken to be a matter subordinate 
in importance to certain pedagogic matters, and generally unworthy of concern. 
There may also have been the perception that professionals working together 
would be unfettered by the kinds of unwelcome baggage which appeared to 
accompany groupwork in other settings (such as industry) and whose study in 
those settings appeared to occasion such research interest.
The literature, however, to be examined in chapter 2 indicates that such simplis-
tic assumptions are unfounded. Teamwork in classrooms experiences as many 
problems as it does anywhere else. Indeed, the very diversity and instability of
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these classroom teams make them and their members particularly susceptible to 
the kinds of tensions and stresses which threaten the effectiveness of groups 
elsewhere.
There are other important reasons for the fact that education has disregarded 
the topic of adults working together in the classroom. The dearth of research 
into this area stems partly from the research tradition of education and the 
research tools which education uses. The legacy which psychology has made to 
education, as I *have suggested elsewhere, has been one of singularity (Thomas, 
1985, and see chapter 4 of this thesis): events are stripped of their contexts and 
examined in isolation, as they would be in a laboratory. The wider whole has 
tended to remain unexamined.
A case in point is in special education, where the trend to integrate children with 
special needs into ordinary schools has been accompanied, as will be discussed 
fully in chapter 2, by a move of personnel and expertise from special classes to 
mainstream classes. Rather than examining this latter move in such a way that 
help can be effectively delivered to such children in the new settings, concern has 
tended to remain on methods of teaching the individual child in the integrated 
setting.
Psychologists have perhaps felt less comfortable researching the interpersonal 
variables of the team of adults delivering help than investigating the individual 
learning difficulties of those who are most manifestly their clients - the children. 
Particularly where children with special needs are concerned the analysis of the
*. An attempt has been made to use the passive and third person wherever possible. However, 
where such use would result in unnatural prose the first person has been used.
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workings of the classroom has been typically seen by traditional educational 
psychology as peripheral to an understanding - or diagnosis - of the individual 
child's problem and a remediation programme - or treatment - for it. The focus 
in defining need has been individual-centred rather than situation-centred. One 
of the sequelae of such a focus is that the structural parameters within which 
children learn and behave have been relatively neglected. Classrooms have been 
viewed as inert modules whose constituent parts, if they do interrelate, do so 
only in order to occlude the mechanism of carefully worked out programmes of 
help for children who are experiencing difficulty.
As already indicated, such a perspective stems from a world view which eschews 
the complexity of the systems in which we are interested as a subject for valid 
study. * Such a perspective in turn stems from behaviourism and structural 
functionalism. These have also been the dominant models influencing the re-
search into work groups in industry. They left as their legacy a body of experi-
mental knowledge in which isolated features of the situation under study are 
viewed as a more legitimate target for study than the 'rich picture' advocated by 
those such as Checkland (1981) who have argued for a 'softer' reinterpretation of 
systems thinking. The view taken here is that both more traditional research and 
that resting in, for instance, symbolic interactionism both generate useful in-
sights, and both will be reviewed.
The following, therefore, samples work derived from different methodological 
stables with the attempt being to enable a synthesis which can assist in our
*. This theme is elaborated further in the chapter on methodology (Chapter 4). However, in 
order to contextualise this chapter's discussion, it is worth exploring the theme in a little more 
detail here.
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understanding of the processes which are taking place when people work togeth-
er - in this case in the classroom.
A framework for analysing group processes: the Krech model
A number of recurring themes dominate literature on the effectiveness of people 
working together in groups. A useful framework for describing the variables 
influencing such effectiveness was attempted by Krech, Crutchfield and Ballac- 
hey (1962). They note that there are first of all a number of situational features 
which exist when a group is established. Calling these the independent varia-
bles of group effectiveness, they go on to suggest that these can further be 
subdivided into: structural variables, such as the size of the group, the status 
hierarchy, members' skills, and heterogeneity of members; task variables such as 
the nature of the task and its difficulty, and contextual variables such as the physi-
cal setting, the group's place in the larger organisation and relations with other 
groups. The effectiveness of the group is not determined solely by these varia-
bles, but rather by a set of 'emergent group processes' which in turn are dependent 
upon the interrelation of these 'givens'. Thus, whatever the original status 
hierarchy, an actual hierarchy will evolve; however the formal communications 
are organised, an actual pattern will emerge. These emergent processes will 
involve variations in roles, motivation and group cohesiveness to determine the 
group's mode of operation and its effectiveness. The model is shown in Figure 1.
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Figure 1
The Krech model 
. Givens
Structural variables Task variables Contextual variables
/- \ / - - \ / -
status hierarchy; 
members’ skills and 
personalities;• 
heterogeneity of 
members
V
nature of task; 
situational 
constraints; 
difficulty of 
task
■/V
physical setting; 
group's place in 
larger organisation
• /V
\  I /
Emergent processes
/ ----------------------------------- y
leadership style; 
cohesiveness; 
group motivation
\ ------------------------------------/
This model (henceforth called the Krech model) succinctly encapsulates some 
of the most important features of group effectiveness, and the constructs it 
employs will be drawn upon throughout this review. Its relevance to classroom 
groups (as opposed to industrial or commercial groups, about which it was 
primarily framed) is manifest. Of particular importance are the notions of 
heterogeneity of group members and status hierarchy, which will be examined in 
chapter 2 of this review, and the nature and difficulty of the task, which will be 
examined in chapter 3. The emergent processes will form the focus both of this 
chapter and the conclusion to chapter 2, where propositions will be advanced 
about the kinds of constructs assumed and attributions allotted by members of 
various classroom teams.
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T h u s, t h e c e ntr al el e m e nt s of t h e Kr e c h m o d el f or t his t h e sis ar e i) t h e n oti o n of 
pr e- e xi sti n g v ari a bl e s, i n p a rti c ul a r, str u ct u r al v ari a bl e s, w hi c h a r e t a k e n t o 
s h a p e t h e f u n cti o ni n g of t h e gr o u p, a n d ii) t h e n oti o n of e m er g e nt pr o c e ss es.
M a n y of t h e i d e a s c e ntr al t o t his m o d el h a v e b e e n e xt e n d e d a n d r efi n e d b y ot h er 
c o m m e nt at or s a n d r e s e ar c h er s. Alt h o u g h t h e y d o n ot i d e ntif y r ol e e x pli citl y as
a str u ct ur al v ari a bl e, I c h ar a ct eri s e it as s u c h h er e. T h e n oti o n of r ol e is i m p or-
. /  ■ -  -  ■ -  -   —   -   -   - ........... -   •  -  -   -   '
t a nt as b ot h a n ’i n d e p e n d e nt v ari a bl e’ a n d as a n ’e m er g e nt pr o c e s s' a n d it is
di s c uss e d i n b ot h t h e s e c o nt e xts. : * .
• ■ -  ■ ; -  ^  1 ■ -■ ■ i
I n d e e d, t h e m e a n s o f tr a n sf o r m ati o n fr o m ori gi n al r ol e t o a ct u al r ol e vi a t h e 
c o n str u al s of t h e t e a m p arti ci p a nt s will f or m a c e ntr al el e m e nt of t h e i n v esti g a-
ti o n. I u s e t h e t er m 'tr a n sf or m ati o n' i n t hi s s e n s e b ot h i n t hi s r e vi e w a n d i n t h e 
r e s e ar c h w hi c h f oll o ws. :
T hi s tr a n sf or m ati o n is c all e d r ol e- m a ki n g  b y T ur n er ( 1 9 5 2, cit e d b y Ol e s e n a n d 
W hitt a k er, 1 9 7 0). H e m a k e s e x pli cit w h at is o nl y i m pli e d i n t h e Kr e c h m o d el:
R ol e ' e xist s' i n v ar yi n g d e gr e e s of c o n cr et e n e s s a n d c o n si st e n c y,  , 
w hil e t h e i n di vi d u al c o nfi d e ntl y fr a m e s his b e h a vi o ur as if t h e y h a d 
u n e q ui v o c al e xist e n c e a n d cl arit y. T h e r e s ult is t h at i n att e m pti n g 
fr o m ti m e t o ti m e t o m a k e a s p e cts of t h e r ol e e x pli cit h e is cr e ati n g 
a n d m o dif yi n g r ol e s a s w ell as m er el y bri n gi n g t h e m t o li g ht; t h e 
pr o c e ss is n ot o nl y r ol e-t a ki n g b ut r ol e- m a ki n g, ( p 3 8 3)
I n es s e n c e, a si m plifi e d v er si o n of t h e Kr e c h m o d el will b e e x pl or e d i n w hi c h t h e 
d y n a mi c el e m e nt s of t h e m o d el f or m t h e m ai n f o ci f or e x a mi n ati o n. T h u s, t h e 
e m er g e nt pr o c e s s e s will b e e x pl or e d, as will t h e c e ntr al el e m e nt s of t h e str u ct ur-
al v ari a bl e s (r ol e, st at u s, p er s o n al a n d i nt er p er s o n al f a ct or s, h et er o g e n eit y of 
m e m b er s et c). T hi s fr a m e w or k will b e vi e w e d n ot as st ati c, b ut a s it er ati v e;
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emergent processes will be seen as themselves influencing and re-influencing the 
'givens'. Ways in which transformations (from given to emergent process) are 
mediated (through, for example, communication) will be sought." Thus, the 
framework underpinning this exploration might be drawn as in Figure 2.
Figure 2. The underpinning framework 
derived from the Krech model
/
'given' variables 
eg role
status
nature of task
/ -------------------------------------------------------------- \  < - /
emergent processes
eg transformed role 
establishment of territory 
augmenting of status 
\-------------------------------/
A key structural variable: the notion of 'role'
Role is the key notion to be explored in this thesis. The concept of role has been 
called the building block of the understanding of social systems (Kahn, Wolfe, 
Quinn, Snoeck and Rosenthal, 1964). As I shall show, the notion has been 
widely used in a variety of situations. It is viewed here both as a 'given' and as an 
emergent process. The tensions and dynamics which structure it will be exam-
ined. In the literature it is discussed frequently in terms of definition or clarity, 
and ambiguity. Lack of definition or presence of ambiguity is often reported to 
result in stress. These ideas and their contribution to the development of notions 
about classroom teams will be discussed here.
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Although Linton (1945), in a classic account, used the term role to mean the 
required behaviour of someone in a given position (placing it firmly as a 'given'), 
it has now come to be used in a rather broader way. For instance, Hargreaves 
(1972) uses it to mean the expected response of persons occupying a particular 
position. Often roles are loosely defined, and this will be particularly so in the 
informal teams of classrooms. People may be able to choose among various 
elements of a role and fashion it to their own inclinations, perhaps avoiding 
certain elements.
Individuals' uncertainties about their roles and the effects these have on their 
behaviour have formed a central position in small group and organisational 
research. Looking at role in education, Hargreaves (1972) identifies six basic 
varieties of role conflict or strain'.
1) Occupancy o f two or more positions whose roles are incompatible. The 
Union rep, who has to maintain loyalties both to the Union and the manage-
ment, is an example. -
2 Disagreement among occupants o f a position about the content o f a role. 
Personal and social objectives may be valued by one teacher, while another 
values academic achievement; these conflicting roles will lead to different ideas 
about the role to be fulfilled.
3 Disagreement amongst occupants o f a complementary position B about the 
content o f position A's role. Working class parents, for instance, may differ from 
middle class parents in their expectations of teachers.
4 Disagreement between role partners about the definition o f one or other role. 
A parent may have a different view from the teacher about what constitutes a 
teacher's responsibility.
5 Different role partners have conflicting expectations o f a third party. A
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teacher operating in a team provides a good example here. She may have to 
satisfy a parent that she is meeting her (the parent's) expectations; to satisfy an 
ancillary helper that she is not undermining the paid assistant's role, and the 
headteacher and the rest of the staff that their expectations in terms of educa-
tional goals are being met.
6 A  single role partner has conflicting expectations o f another. A parent, for 
instance, may expect that a teacher be both gentle and strict. - .
These are all examples of conflict arising from different sets of expectations. 
Stress may also arise simply because roles are not well defined, or because an 
individual is unsure about appropriate behaviour (role definition; role ambigui-
ty). In the Krech model these latter relate to the 'givens' - the structural varia-
bles. These 'givens' are clearly of importance and will be examined in chapter 3. 
However, the conflicts which arise from differing expectations are clearly more 
problematic and will form a central focus of the qualitative aspects of this re-
search. I shall attempt to show how, because of differences in various kinds of 
expectation, those originally defined roles undergo a process of transformation 
in such a way that conflict is diminished. .
Insufficient work has been undertaken on the ways in which individuals go about 
managing such role conflict. Making an overview of the topic, Stephenson 
(1978) reports that personality differences seem to be significant: some individu-
als may give way to those who seem to yield most power, or to those whose 
pressures seem most legitimate. There may thus here be transformations in
•. An attempt has been made throughout to use non-sexist language, usually by using the plural. 
However, where this involves unnatural or tortuous syntax, the subject will be referred to as 'she', if 
it is not a named person; the great majority of those operating in classroom teams are female.
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interpretations of individuals' own roles or about the status of self or others in 
relation to these. ' • f
Role conflict and role ambiguity and their influence in producing stress have 
been much discussed in other areas (eg Kahn et al, 1964). Communication and 
its dependence on organisational structure and climate (eg Bate, 1984; Likert, 
1961), and notions such as job enrichment (e.g. Paul, Robertson and Herzberg, 
1969) have proved to be important avenues for research into the effectiveness of 
groups. Knight (1983) identifies a number of contemporary management issues: 
who takes responsibility for what decisions (role conflict)? How far does per-
sonal discretion go in interpretation of one's role (role ambiguity), and should 
work become more specialised or more general (job enrichment)?
Firth (1983), in reviewing case studies from her own experience as an occupa-
tional psychologist, suggests that it is a combination of these various constructs 
which contribute to the experience of uncertainty. She suggests that stress at 
work is caused by a number of types of ambiguity which include role ambiguity, 
inadequate feedback and uncertainty in relationships. Drucker (1985) adds 
another dimension relevant to the classroom: he says that the success of a team 
depends on the successful matching of person to task with an understanding of 
the requirements of the task to be done and the strengths and weaknesses of the 
person. Clearly in the ad hoc arrangements which often develop in the class-
room, such matching is missing. The arrangements which emerge do so as much 
out of expediency as any other reason - Ferguson and Adams (1982, and see 
chapter 2 for a full review) showed that invariably there is no analysis of the task 
to be done in support teaching, and were the task to be analysed, the support 
teacher would not be the person to be doing it. -
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Interestingly, Adair (1986) adds to the discussion with the notion of role under-
load which may occur when individuals are given roles which fall far short of 
their self-concept. This may be particularly relevant for support teachers, where 
the new role may involve them in much work which is subsidiary to that of the 
mainstream teacher.
Despite the impression given by Knight (above) that not very much has changed 
in research on work groups, there have recently been some critical accounts of 
the traditional perspective. VanSell, Brief and Schuler (1981) for instance, in 
reviewing a wide range of research on these topics, reveal that there are numer-
ous omissions in the role conflict and role ambiguity research as well as numer-
ous conflicting and unresolved findings. They criticise research in the area as 
adopting designs which do not allow for causal relationships to be established: 
'quasiexperimental, longitudinal and experimental designs are scarce'. (They 
might have added qualitative designs to this list.)
Furthermore, research designs in the area were insufficiently sophisticated to 
offer insight into the antecedents and outcomes associated with these concepts. 
Examining more complex relationships would require, these authors say, multi-
variate and longitudinal designs. They suggest that very few conclusions can be 
drawn from the research. Of these, the most important are that first, role con-
flict and role ambiguity appear to cause tension, dissatisfaction and distancing 
from the work group, and second, that they are a function of an interaction 
between job content, leader behaviour and organisational structure. I shall 
explore this notion of interaction as a key 'emergent process' in the rest of this 
chapter and the presentation of notions such as 'leader behaviour' as unprob-
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lematic. Qualitative research appears to show that 'leader behaviour' and 
'support' inhere in that 'interaction' and are not separable from it.
Making a more general review of the status of the area of role conflict and role 
ambiguity, Glowinkowsi and Cooper (1985) set the concepts within the larger 
context of 'organisational stress research'. They conclude that there are five 
m ain  sources of organisational stress, banding together role ambiguity, role 
conflict and responsibility for others as one of the major sources of stress and 
calling this 'role-based stress'. Other sources identified are: factors intrinsic to 
the job such as overload and time pressures; relationships with colleagues and 
superiors; organisational structure and climate eg communication in the organi-
sation. Support from team colleagues can reduce stress, they say, and this is 
more important than support from superiors or family. ;
Looking at this suggestion through the 'overlay' of the Krech model, the nature
of this support inheres in the quality of the 'emergent processes' which arise from
*
the mixing of variables. I do not view 'support' as a property that people give 
depending upon their generosity, which is an implication which might be drawn 
from Glowinkowski and Coopers' account, but rather as a process that emerges 
from an interplay of forces. Clearly such support is less likely in the loose, 
informal, constantly varying groups found in classrooms than in the more stable 
groups associated with industrial processes. The very instability of the former 
may account for the problems which will be noted and analysed in chapter 2.
* 'Support' in this case relates to group support, not support teaching.
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Trendall (1989), in looking at stress in teachers, repeats many of these findings, 
and reiterates the issues and arguments. In doing so, certain of the constructs 
used to account for stress - eg role conflict, and problems in person management 
- relate centrally to the issue of working effectively as part of a team. Trendall 
sees stress in teachers as centrally related to role conflict and role overload. 
Teachers are often uncertain about an appropriate course of action because of 
the many roles in which they are cast. (The varied roles in which teachers are 
cast are discussed further in chapter 3.)
Trendall suggests that stress can be reduced through organisational changes, by 
improving relationships, or by clarifying goals. Questionnaires were received 
from 237 teachers (response rate not noted) across primary, secondary and 
special education; their stress levels were noted via a personal rating scale. 
Their schools were then rated as high, low or moderate stress institutions. One 
primary school, one secondary school and one special school were then studied 
in depth for a term. In order to avoid stress, Trendall finds a need for full staff 
involvement in decision making, and that 'many teachers feel inadequate or 
inexperienced in "people management"'. No relationship was found between 
age, sex, experience, personality, type of school etc. and teacher stress; those who 
are most affected are those who have no one with whom they can discuss their 
problems.
Disappointingly, these last findings are not discussed further. They appear to 
disclose that no simple associations can be made between stress and the inde-
pendent variables of Krech's model, but that stress is linked with opportunity to 
talk. However, Trendall seems to construe resolution of stress via the latter 
almost in terms of availability and good fortune, rather than in terms of a com-
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plex toing-and-froing amongst participants, which depends upon factors such as 
their ideological similarity and shared understandings about the difficulties 
which are faced. In short, this and other research in the same mould views the 
parameters within which the classroom team situation is framed as fairly rigid 
'givens'. There is rarely the suggestion that meaning amongst the participants is 
generated from the very social interaction of the team, from the quality of the 
emergent process.
The emergent process: group culture
It is in this interaction - in the 'toing and froing' to which I relate in the last 
paragraph - that Krech's emergent process is located. Explorations of such 
interactive processes are perhaps best achieved through qualitative research, and 
this is attempted by Bate (1984) in his examination of group culture.
Bate sees many of the problems of teaming as related to the organisational
culture within which teams operate. He believes that through their own shared
beliefs and consensual understandings, people create their own culture (or
emergent process, in the Krech model) which is receptive to new practice or
antagonistic to it. While conventional (structural-functionalist) wisdom says that
people can adapt to new situations if the conditions are right, Bate's interaction-
ist perspective takes him to the position that people actually collude in a process
which removes all possibility of a resolution to their problems: :
people in organisations evolve in their daily interactions with one 
another a system of shared perspectives or collectively held and - 
sanctioned definitions of the situation which make up the culture 
of these organisations. The culture, once established, prescribes 
for its creators and inheritors certain ways of believing, thinking 
and acting which in some circumstances can prevent meaningful 
interaction and induce a condition of 'learned helplessness', (p 44)
I take issue with Bate's inference that this process removes all possibility of
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resolution of problems. The view I take, and which I shall expound at the con-
clusion of chapter 2 of this review, is that such processes indeed exist but take 
different forms, at times resulting in the learned helplessness of which Bate 
writes, but at other times resulting in the kind of synergy hoped for in teamwork. 
In whatever way these emergent processes take form, though, they always serve 
the purpose of reducing uncertainty. If the process results in this kind of learned 
helplessness, such a condition nevertheless serves the purpose of enabling group 
members to externalise in some way the reasons for their difficulties and thus 
reduce their own tension.
Bate's conclusions come from being a participant observer in three large indus-
trial concerns where he made extensive tape recordings of individual interviews 
and of work meetings. From these he identified aspects of each culture that had 
a strong impact on organisational problem-solving. One of these 'root con-
structs', as he calls them, unemotionality, throws some light on the difficulty of 
groups openly to discuss the ways in which they will work on the problems they 
confront. Differences between people, he says, tend to be repressed, to smoul-
der on, or are dealt with unsatisfactorily at a distance. Different ideas on ways of 
working are played down out of a sense that it would be impolite, embarrassing 
or just 'plain useless' to do otherwise. One of his interviewees says this:
'I suppose in those situations when I have tried to get close to 
someone and actually speak my mind, I've sort of sensed the barri-
ers coming down. You know, sort of seen a blank look coming 
over their face. You see this as a warning signal against getting 
too close, and begin to back off.' (p 46)
Bate's notion of 'root constructs' as responsible for the success of groups' prob-
lem-solving is useful, and will be explored further at the conclusion to chapter 2.
If inhibitions to which he refers are common to work-teams it would be unlikely
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if similar inhibitions were not to arise in classroom work-teams, though in the 
latter such issues have received scant attention, if any. The problems in commu-
nicating ideas and resolving differences are clearly formidable; in industry the 
acknowledgment of the problem is manifested in the development of ideas such 
as the semi-autonomous work group, or quality circles, which will be examined 
later in this chapter.
Bate acknowledges the need to seek resolution of some of these problems, 
though he clearly views roles existing not so much as pre-existing variables, in 
the way that Krech et al have done, but arising out of shared understandings. 
Goffman's (1969) position is similar; the process of coming to terms with a set of 
different understandings is central to Goffman's analysis and is perhaps analo-
gous with Krech's emergent process stage. For Goffman, what is laid down at 
the outset is far less important than this emerging consensus. Indeed, actors may 
seek to detach themselves from roles by using certain strategies. Goffman says 
that they may try to disqualify some of the 'expressive features of the situation as 
sources of definition of themselves' by explanations, apologies and joking. He 
calls this 'role-distancing'.
In this thesis, I shall attempt to discover the ways in which 'actors' in classroom 
teams, faced with these conflicts, attempt a variety of strategies, including such 
distancing, to resolve conflict.
Small work groups: issues of motivation and job enrichment
The functioning of various kinds of small work groups which maintain high par-
ticipant motivation (eg Hackman and Oldham, 1980, see below) has been 
examined in more detail mainly after the stimulus of the work of Likert (1961)
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and others in the early sixties. Relating the success of groups far more than, say,
Goffman, to the Krech model 'givens', Likert suggested that
the form of organisation which will make the greatest use of 
human capacity consists of highly effective work groups linked 
together in an overlapping pattern by other similarly effective 
groups
He asserted that the nature of highly effective groups rests on factors such as 
leadership skill, interpersonal relations, shared goals, and problem-solving 
occurring in a sharing, supporting atmosphere. In saying that 'there is nothing 
implicitly good or bad, weak or strong, about a group', Likert seems to be saying 
that given the right conditions and the right stimulus, groups can be made to 
work effectively.
In noting that there is great variation in the ways in which groups perform, 
Hackman and Oldham make the same point. They note that an individual may 
well do a task better than a group (a fact which is discussed in chapter 2); a 
group is only likely to be better if the task and the group are 'well-designed' and 
if it is feasible to create well-designed work groups given the nature of the work 
and its organisation and where it is to be done - again looking at structural, task 
and contextual variables. It also depends on whether the group is well-supported 
and well-managed. Again, the notion that these variables exist separately and in 
an unproblematic relationship with 'support' and 'management' is evident here.
My contention is that through consensual understandings, or emergent processes 
in the Krech model, participants in the team define for themselves the nature of 
the support. The variables of which Likert writes provide only the larger frame 
within which these definitions are made.
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To look at this wider frame in respect of teams in the classroom would perhaps 
be too depressing. Nevertheless, to compel such an interrogation would perhaps 
raise questions about a) whether teamwork is a realistic proposition given the 
constraints of the classroom (ie, the structural and contextual variables postulat-
ed in the Krech model) and its varied and changing adult inhabitants, and if the 
answer to that is in the affirmative, b) whether there are ways of meeting those 
conditions.
Small work groups would seem to have a direct bearing on the educational
domain and the area under study here. These groups have variously been called
'autonomous work groups' (Bucklow, 1972), 'self regulating work groups'
(Cummings, 1978) and 'self-managing work groups' (Hackman and Oldham,
1980). They are defined by Hackman and Oldham as:
intact (if small) social systems whose members have the authority 
to handle internal processes as they see fit in order to generate a 
specific group product, service or decision.
Recently the literature has seen an emergence of papers on 'semi-autonomous 
work groups' where the interpretation of 'authority to handle internal processes' 
is looser; it is probably here that the closest analogy to the classroom with par-
ticipating adults from a mixture of backgrounds is to be found.'
It is necessary to think about teaming and the work group as these additional 
adults come into the classroom because whatever the specific nature of the work 
group, there is the question of whether a task is better fulfilled by an individual 
or a group. In the case of the classroom this would mean exploring whether the 
teacher's task would be an appropriate subject for differentiation, with the 
expectation that teaming (perhaps involving role specialisation and more formal 
systems of communication) would follow, or whether classroom activities were
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seen as a series of discrete functions to be fulfilled by a number of individuals 
working in parallel. I explore this question in chapter 3. Hackman and Oldham, 
in taking a systems perspective in reviewing a range of literature usually based in 
in-depth studies of the introduction of small group working in large industrial 
organisations, note that there is great variation in how groups perform and that 
given the choice between a group performing a task seen as a gestalt, or a set of 
individuals performing a series of unitary tasks the choice will depend on wheth-
er it is feasible to create well designed work groups given the nature of the work 
and the organisation; it also depends on whether the group is appropriately 
supported and managed.
They thus point strongly to the importance of Krech's 'givens' for the success of 
teamwork, implicitly suggesting that an inauspicious admixture of these at the 
outset will lead to role conflict. This position contrasts with those such as Bate 
and Goffman (above) who suggest that definition of roles and the resolution of 
the conflicts which arise happen almost simultaneously and that the 'givens' are 
not definable in the way that observers such as Hackman and Oldham aver. 
Such a back-and-forth process of definition, reworking and simultaneous resolu-
tion of difficulties would certainly seem to be a more likely scenario for the 
classroom, where a far looser set of constraints operates than is the case in 
industry.
Implications for facilitating teamwork in classrooms
The results of much groupwork research has direct relevance to schools, as 
teaming arrangements become more common. Findings on subjects such as 
work design and job stress have validity when considering the introduction of 
extra people into classrooms. It is to be expected that both teachers and the
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additional people may feel uncomfortable as they explore unfamiliar territory 
and negotiate new working practices. It would be expected intuitively that in 
new roles where definitions (however those definitions are made) are not clear 
there would be more opportunity for role ambiguity. Where a new role replaces 
an existing role, one which is perhaps well established, there is the opportunity 
for role conflict. Where the consequences of inviting parents into the classroom 
have not been fully thought-through and where parents have almost by default 
been allocated a series of repetitive, unappealing or menial tasks, the issue of job 
enrichment arises. Teachers are likely to experience stress by virtue of overload 
and time pressures (see chapter 3 [on classroom management]) which the effec-
tive involvement of additional people may ameliorate. The organisational struc-
ture of the school may be such that teaming arrangements receive little support, 
feedback or encouragement and, as a result, atrophy (see for example research 
by Cohen et al [1979], chapter 4 of this thesis). -
Cohen (1976) sums up the situation well following a longitudinal study of team-
ing arrangements among 496 teachers (reviewed fully in chapter 2). She con-
cluded that teaming arrangements are extremely fragile and that 'there is little 
understanding by team members or administrators of the kinds of support re-
quired for its success' (p 49). ,
A number of studies can be seen to relate the notions already reviewed ('given' 
role; emergent process; role definition etc.) directly to the classroom.
Woods and Cullen (1983) point to the importance of clear role definition in 
looking at the effects of the role organisation system known as 'room manage-
ment' (see chapter 10 for a full account of room management and chapter 2 for a
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full review of their study). They showed that room management had dramatic 
effects on the engagement of residents in an institution for mentally handicapped 
adults. Although there was this immediate initial effect, this steadily tailed off 
over 15 months. Furthermore, it was impossible after 15 months for the re-
searchers to determine from watching staff behaviour which of the staff were 
adopting which of the highly differentiated roles involved in room management 
procedures. They attribute this tailing off partly to lack of monitoring and 
support. But an alternative explanation, based on Krech's model, might be that a 
new set of working practices has emerged which serves the purpose of resolving 
the conflicts of the participants.
Hackman and Oldham warn that groups cannot simply be left to 'get on with it', 
citing evidence of the kind of 'vanishing effects' where the beneficial effects of 
innovative team designs eroded over time. To avoid these vanishing effects 
support from management is needed; 'support' includes the need for feedback, 
the need for training, the need for time allocated for the organisation and 
meeting of the group, and the need for training and consultative assistance. 
Here, albeit tacitly and atheoretically in the notion of 'vanishing effects', is the 
acknowledgement that changes - emergent processes - do occur, and that the 
provision of the 'right ingredients' in terms of initial variables is insufficient to 
ensure the success of the group. Embedded in the notion of 'support' is the 
acceptance that these transformations do occur and that these need to be moni-
tored and shaped if the group is to work well.
As far as design of the group task is concerned Hackman and Oldham see one 
major element as significant: the degree of motivation in the task. This in turn 
rests on a number of other factors: the variety of skills required in the task;
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whether the task can clearly be seen as meaningful; the task's significance 
(whether it makes 'a difference'); latitude in deciding how the work is to be 
carried out; and the availability of reliable feedback. All these have clear impli-
cations when thinking about the work of extra people in the classroom: many of 
the activities given to parents and ancillaries to perform may easily become dull 
after a short time; they may be perceived by parents as token involvement and 
therefore not meaningful; there might be little discussion about how activities 
are to be undertaken or about how they were ultimately done.
This also applies to the support teacher, if Ferguson and Adams' view (1982, see 
chapter 2) is correct. A review by Gill, Menlo and Keel (1984) goes some way 
towards setting in the context of a framework the sort of anxieties and tensions 
that support teachers experience. Gill et al review literature on the antecedents 
to participation in groups, recognising that a prime feature of the person's per-
ception of the usefulness of group experience lies in how much s/he participates. 
The review identifies a number of factors as being of importance in deciding 
whether members collaborate effectively in small groups, factors such as how the 
group is run; whether there is an absence of evaluative or judgmental comments; 
attitudes towards the task; attitudes of other group members; group atmosphere. 
Clearly, in the loosely formulated groups of classrooms, these antecedents rarely 
exist together, if at all. The amount of participation and collaboration, depend-
ing on these givens, are representative of members' tendency to seek strategies 
which will ameliorate their stress and these strategies are again part of those 
emergent processes which I shall be examining. -
It may be difficult for such antecedents, or givens, to be set up even in the more 
formally organised teams of team teaching schools. It is possible that the variety
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and diversity of the teams sits uneasily with the seemingly inherent intimacy of 
teaching as a task. Paisey (1981) in an analysis of questionnaire returns from 
more than 500 teachers and headteachers, differentiated by their placement in 
classteaching or team-teaching schools, found no evidence for team teaching 
being a special source of job satisfaction. There are alternative explanations 
possible for this. The first, not put forward by Paisey, but indicated from the rest 
of this review, is that only a limited form of teaming is in fact occurring in the 
team teaching schools. Other studies indicate that better participation ought to 
occur, but for a variety of reasons perhaps inhering in the emergent processes or 
the process of'collusion'advanced by Bate, does not.
The mismatch between ideal and real may be a source of dissatisfaction, though 
such dissatisfaction is not indicated from Paisey's research. Rather, teachers in 
both class-teaching and team teaching setups desired participation in excess of 
the actual level, while indicating satisfaction with these actual levels. This 
accommodation to managerial realities may be interpreted as resignation rather 
than satisfaction. The manifest resistance to team in spite of the expressed will-
ingness to, strongly suggests the kind of learned helplessness of which Bate 
spoke. Colleagues appear to be colluding in a process which conveniently 
submerges the conflicts amongst them which teaming would bring to the fore.
The value of participation and the role .of the leader in facilitating this is further 
reinforced by a study by Arikado and Musella (1973). They questioned 529 
teachers in 134 teams in 71 open plan schools. Greater satisfaction was reported 
in those teams which did not have a formal leader. In those teams which were 
formally led, satisfaction with the setup is related to the team's rating of the 
adequacy of the leader. Satisfaction was higher where team members had a say
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in the selection of fellow team members, and in teams with a balanced status 
structure and smaller teams (up to 4 members). The overt focusing on the role 
of the leader may seem a little simplistic in the context of the earlier discussion 
about consensual understanding and construction of the group process. Accord-
ing to the Krech model the adequacy of the leader would be related not just to 
personality characteristics of the leader but to a range of other variables. The 
style of leadership would emerge out of an interaction amongst these.
Returning to Hackman and Oldham's analysis, a feature of major importance for 
the success of a group is its composition. Three major themes are isolated: i) 
composition should provide for high levels of task relevant expertise; ii) the 
group should be no larger than necessary. They cite in this latter context particu-
larly the work of Steiner, 1972, on the process of diminishing returns when intro-
ducing additional people to a task over and above an optimum number; evidence 
in support of this phenomenon in education is provided by many of the studies in 
the following chapter of this review - eg McBrien and Weightman (1980) found 
in control and experimental conditions when examining the introduction of room 
management procedures in a class of profoundly handicapped children that the 
introduction of extra people to the classroom proved to be either unrelated or 
inversely related with the engagement of the children, iii) In the composition of 
the group there should be a balance between heterogeneity and homogeneity - if 
the group members are too much alike, the special advantages of the team are 
lost; if they are too different there is insufficient common ground for good 
communication. Here again the relevance of these conclusions to the classroom 
is manifest. Regarding task-relevant expertise and heterogeneity, one of the 
major advantages of involving parents in the classroom may be in bringing new 
skills (both practical and interpersonal); indeed, in the survey of 1401 primary
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schools conducted by Cyster, Clift and Battle (1979) the involvement of parents 
'with specialist knowledge' was ranked the fourth most common type of parental 
involvement out of ten categories of involvement. This theme is explored in the 
second questionnaire to teachers (chapter 6) in the current research. The impor-
tance of these structural variables seems clear and unproblematic.
Akin to Hackman and Oldham's ideas on semi-autonomous work groups, at least 
in terms of the problems and stresses which give rise to the need for alternative 
ways of making groups work, are ideas on 'quality circles'. A quality circle is 
defined as 'a small group of workers who meet regularly on a voluntary basis to 
analyse problems and recommend solutions' (Katzan, 1985), or 'a group of four 
to ten volunteers working for the same supervisor . . .  who meet once a week for 
an hour, under the leadership of the supervisor to identify, analyse and solve 
their own work-related problems' (Robson, 1982). The directness of these defi-
nitions conflicts somewhat with the consensus-mindedness of educational litera-
ture, and the management-orientated phraseology is alien.
However, there does seem to be recognition here, by groups working in industry, 
of many of the problems to be noted in chapter 2, particularly in relation to the 
need for discussion among team members and the need for time to be allowed 
for such discussion. There seems here to be an implicit, atheoretical recognition 
of the need for this process of negotiation to be facilitated. Inside the frame-
works proposed by Krech et al and Bate this might be interpreted as a shaping of 
the emergent processes of the former, or the consensual understandings of the 
latter. Without such shaping, quality circles proponents would say, the processes 
that emerge may inhibit rather than facilitate the working of the team.
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A study of particular interest in relation to work organisation and one which 
examines many of the points already considered is that of Cohen et al (1979). It 
is of interest for the present study since while its focus is the testing of an hy-
pothesis within current organisation theory, the setting in which it tests that 
hypothesis is educational; specifically, that of the American elementary school. 
The central hypothesis is that organisation becomes more complex as the activi-
ties of an organisation and the environment surrounding it become more com-
plex. The authors take teaming practices as an index of the complexity of the 
activities of the organisation. A number of factors - broadly congruent with the 
'independent variables' outlined by Krech et al - are identified as possibly affect-
ing the degree of teaming on the basis of the hypothesis: complexity of instruc-
tional materials; complexity of grouping practices; school size; nature of class-
room (eg open plan or closed); involvement of parent or community groups; 
influence of teacher organisations. The authors test the hypothesis by making a 
multivariate analysis of longitudinal data from 83 schools randomly selected 
from a number of school districts. Questionnaire and interview data were ob-
tained from principals and teachers within the schools and from the school 
superintendent (equivalent to the area education officer in this country) in each 
of the school districts surveyed. The tenets on which the research is based inter-
estingly have shifted away from constructs rooted in role conflict/role ambiguity 
continua. Rather, these researchers believe that
: teaching teams seem more often to form as a result of teachers' 
informal decisions to work together than from any formal school 
or district organisational decisions, (p 21)
They specifically note the increasing complexity of the networks of people who
might emerge out of, as they see it, increasing technology:
At the level of the classroom, the relevant social structure consists 
of the relationships among teachers and between teachers and 
other participants related to the task of classroom instruction.
These relationships become more complex as the individual class-
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room teacher begins to work regularly with specialists from the 
school or district office or with teacher aides or volunteers; or 
when the teacher begins to plan classroom activities or teach joint-
ly with other teachers.
In talking of an emergent social structure in which this emerging pattern takes
the place of interest, the authors appear to be finding consonance with the
emergent processes of the Krech model and Bate's consensual understandings.
Consistent with this, is the finding that teaming appeared to be an unstable
feature of school life, coming and going with the conditions within the school:
The stability terms measuring the continuity of teaming in schools 
over time were strikingly low [.14 and .16 correlations on amount 
and intensity of teaming respectively between the period 1973-75].
We had expected teaming to be a more highly institutionalised 
school characteristic, exhibiting considerable stability over the two 
year period [of the study]. Instead, it appeared to behave more 
erratically, affected perhaps by such factors as coordination prob-
lems experienced by teams, or the operation of environmental 
factors, (p. 26)
The main finding of this research was that the factor having the most profound 
influence on teaming was the architecture and layout of the class (a Krech et al 
'contextual variable'): not surprisingly, open-plan classrooms encouraged team-
ing. However, the influence of the headteacher was found to be unrelated either 
to the amount or degree of teaming among teachers. This finding is at variance 
with those which have pointed to the importance of 'support' and reinforces the 
contrary view that teams may in some way provide access to the support, or 
alternatively, collude in insulating themselves from it. This may be particularly 
the case in teams of professionals who are able more articulately and forcibly 
either to encourage or resist 'support'.
This study has greatest interest and appeal as an analysis of the way teams 
develop, clearly through perceived needs of the participants (rather than through 
fiat of the head), and the way in which their working practices are negotiated 
and formulated, given that certain needs are met (such as the provision of
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appropriate rooms) in the larger organisation of the school. But especially rele-
vant for the current research is the fact that teams in schools are frail organisms; 
of particular interest is the fact that teaming practices decline in complexity over 
time. The authors conclude that their findings are not confined to teaming 
among teachers, but that it also applies to use of aides and volunteers.
They quote further research to show that analysis of the 1975 sample shows that 
interdependence among teachers, aides or specialists follows a very similar 
pattern to that amongst just teachers. The findings they make about teaming 
among teachers are therefore applicable also to teaming among other personnel.
Conclusions to chapter 1
A framework for understanding the difficulties which may arise when classroom 
teams operate may now be postulated on the basis of that originally formulated 
by Krech et al. This will have utility also in understanding the nature of the 
logical roles (existing as structural variables) and emergent roles (existing as 
emergent processes) which may exist in the classroom; this will be examined in 
chapter 2 of this review. Of all the structural variables outlined by Krech et al, 
the role and its place in the status hierarchy, and its subsequent transformation 
through interaction with other structural, task and contextual variables, into new 
roles - as an emergent process - is central to an understanding of small groups. 
That classroom teams are likely to be characterised by the processes outlined by 
Krech et al seems to be established by this preliminary review of research both 
contemporary with and subsequent to theirs.
It is in the transformation of initial expectations about the teamwork enterprise 
into the reality that ultimately develops that those factors associated with stress 
arise. Thus, role conflict and ambiguity may cause a distancing of the individual
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from the group - effectively a breaking down of the team process. Role alloca-
tion may break down if the nature of the task is poorly understood or rests upon 
different understandings of the tasks to be accomplished - which may easily 
occur in the culture of the classroom, where ideological differences may exist 
between team members.
Work on small groups, linked conceptually with the Krech model, indicates that 
effectiveness rests on relationships and shared goals, but in the heterogeneous 
groups of classrooms these conditions are unlikely to exist for reasons to be 
examined in the next chapter. ^  *
What seems crucial for classroom teams to operate effectively is a common set 
of understandings about roles and expected outcomes. The latter will prove far 
more difficult to define in the classroom than in the factory. The need for ena-
bling processes whereby such understandings may be discussed is therefore 
paramount. In the following chapter I shall attempt to disentangle some of the 
complexities of the classroom as a place for teamwork to occur, and relate the 
notions about role raised here to the constructs made and attributions employed 
by participants in either facilitating or inhibiting the teaming process.
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CHAPTER 2
EXTRA PEOPLE IN THE CLASSROOM
Aims of chapter 2: .
a) To explore existing accounts of the extent of adult involvement in 
classrooms and to determine the composition of the groups involved and 
their activities in classrooms.
b) To determine the nature of the tensions involved in such work and to 
highlight the constructs employed by researchers and commentators in 
analyses of these tensions, in particular relating these to the models 
reviewed in chapter 1.
c) To isolate theoretical issues stemming from these constructs.
In the passage which follows Hargreaves (1980) encapsulates many of the main 
difficulties involved in assimilating additional people to the classroom:
The most startling feature of teachers in their relations with adults, 
including colleagues, is their sensitivity to observation whilst teach-
ing. Like sexual activity, teaching is seen as an intimate act which 
is most effectively and properly conducted when shrouded in 
privacy. To be watched is to inhibit performance. Most teachers 
simply prefer to work alone with a class of pupils (p 141).
The difficulties to which Hargreaves alludes take a number of forms and change 
their nature with the changes in the personnel involved. In the introduction to 
this review I indicated that these difficulties centre around two main themes: i) 
the status of the teacher in her work with other adults in the classroom and
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factors which arise from the professional-lay relationship and the professional- 
professional relationship; ii) the role of the teacher and her style of work in a 
situation which challenges traditional assumptions about her autonomy. The 
perception and definition of these difficulties by the various classroom partici-
pants and the attributions of those participants as to the causes will be the cen-
tral themes of this part of the literature review.
It would appear that conflict arises out of these themes - status and role - which 
stems from a range of other issues. People who have not customarily worked 
with others will face strains due to managerial questions, personal and interper-
sonal tensions, matters concerned with the definition of their tasks, and practical 
issues such as finding time to plan with colleagues. They may experience conflict 
due to mismatches between personal or professional ideology (or both), and they 
may experience alienation due to the essentially marginal nature of the roles in 
which they find themselves.
This chapter focuses on a) the extent to which additional people are working in 
classrooms, and b) the tensions which are thereby created due to issues associat-
ed with status, style of teaching, and personal autonomy in such teamwork. The 
chapter which follows it examines the operational strategies for involving and 
organising those people for the greatest benefit of children in classrooms.
' ' t ■ . V . V .
Who are the extra people?
The introduction of other adults into the classroom is a relatively recent phe-
nomenon insofar as it has occurred to any significant extent either in terms of 
number and variety of personnel or in terms of its geographical distribution. 
The introductory chapter indicated that there are two principal trends bringing
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extra adults into the classroom: the integration of children with special needs, 
and the parental involvement movement. However, the presence of more than 
one adult in the classroom has existed before these trends began. The team 
teaching movement perhaps marked the first concerted efforts at cooperative 
work in the classroom. Team teaching began at the end of the sixties both in the 
UK and in the USA and some research (eg Geen, 1985, in this country - re-
viewed on p 48; Cohen, 1976, in the USA - see p 49) documents its development. 
Ancillary helpers have for some time played an important role as teachers' aides, 
but while some research, particularly American research, notes the effects of 
ancillary helpers on certain outcome measures in the classroom, there is little 
evidence from which one can chart the growth in the numbers of ancillaries or 
additional people other than parents in the classroom.
Indeed, there appear to have been few, if any, studies of the extent of most of 
these trends, important though they undoubtedly are. This is a serious omission 
in educational research given the problems which inevitably seem to arise when 
people share a task. The position in education contrasts sharply with that in 
industry where research into the kinds of problems and opportunities which arise 
when people work together is represented in an enormous literature, as indicat-
ed in chapter 1. There is much support for the theoretical benefits of involving 
people working together as a team in the classroom, yet the studies I shall review 
demonstrate that that ideal. appears to be difficult to realise.
J . . ; ,
Such research as there is does little even to distinguish between different catego-
ries of adults working alongside teachers. For instance, Stierer's (1985) survey 
about volunteers who were helping with reading at school distinguished only 
between parents and 'others': 39% of schools were using parents, 14% just
Chapter 2: Extra people in the classroom Page 44
'others', and 47% parents and 'others'.
Given that reports about the effects of the practice are still therefore somewhat 
scarce, a useful analogue for predicting possible effects of the practice and the 
problems associated with it is found in the small minority of educational envi-
ronments where the existence of supernumerary people is commonplace.
Team teaching, together with nursery education and the schooling of children 
with severe learning difficulties, provide possibly the only situations in this 
country where additional people have traditionally been consistently available to 
work with the teacher. In the USA, funding for teacher aides has been rather 
more generous than in the UK, and there has been some significantly funded 
research into the effects of teacher aides, particularly as a result of evaluations 
of Project Follow-Through. Each of these situations - team teaching, nurseries, 
schools for children with severe learning difficulties, teacher aides - though each 
is very different from the other - enables me to put a looking glass to the issue of 
adults working together in the classroom and I shall draw from each in the sub-
sections which follow. The involvement of parents, and the move to mainstream-
ing (integration 5, as the trends which I highlight as of greatest significance in 
the introduction of extra people into the classroom will also be examined here 
insofar as research done to date illuminates the general theme.
The use of the people groups in the organisation of this chapter
The aim of this thesis is to document some of the emerging trends to adult col-
laboration in classrooms and to investigate their associated effects and their
*. The terms'integration'and'mainstreaming'are used interchangeably throughout.
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implications. These parallel situations (team teaching, teacher aides, etc), while 
not completely analogous, can - where investigations have been reported in the 
literature - provide laboratories for examining the effects of people working 
together. Many of the issues identified in the sub-sections which follow do 
appear to be general to the different situations.
The division in the sub-sections which follow is therefore deliberately by situa-
tion rather than by person group, though certain of the situations are defined by 
the person group. Even a superficial inspection of the literature reveals that 
there are themes common to each of the person groups (eg ancillaries, teachers, 
nursery nurses). The aim, however, is not to highlight and account for differences 
between these person groups. Rather, the aim is to throw light on some of these 
themes, as themes of team working - of people working together in the class-
room.
The situations isolated are: 
team teaching;
I
special education (special schools and mainstreaming) ; 
teacher aides and teacher assistants; 
parental involvement.
In examining each of these areas, from team teaching to parental involvement, I 
shall attempt to isolate the existence or otherwise of each of the likely areas of 
conflict for the participants. These areas of conflict were outlined at the outset
*. The area of special educational needs provides a rather complex 'situation' in terms of untan-
gling themes about team processes. There are two broad kinds o f situation which are relevant. 
First, in special schools a teacher often works with one or more assistants. Second, in what was 
called 'remedial education', moves are now well afoot to deploy support staff in the mainstream.
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as centrally concerned with status, role and style, and will be seen as comprising 
managerial, interpersonal, ideological, definitional, personal and practical 
elements. ; ;
Having isolated these situations in which classroom teams are operating, analysis 
of the literature which relates to them reveals that particular of the areas of 
conflict just identified cluster around the different situations. Thus, problems of 
matching participants' teaching style essentially confront team teaching and 
support teaching, with ambiguities arising out of difficulties in communication 
and lack of ideological congruence among team members. However, problems 
essentially of an organisational/managerial nature cohere around teacher assist-
ants and parents with tension primarily arising out of poor role definition and 
personal and interpersonal stresses. For this reason, the review which follows in 
this chapter is sectioned into three parts: the first is concerned with situations 
which represent issues arising out of mismatches in style; the second is con-
cerned principally with definitional/managerial issues. Part 3 presents a model 
based on the work reviewed in this chapter and chapter 1.
Part I: Issues Arising out of 
Mismatch in Participant Style or Ideology
Style relates to the teacher's preferred methods of working, which in turn relate 
to her ideological position and her personality. It would seem intuitively that 
these will come under greater threat where there are team members of equal 
status working together as team members. These mismatches will express 
themselves in the desire for autonomy. Any tension arising out of mismatch will
; ■ - . ■ ■ • •; i ■ ■ r ■ >
be aggravated through difficulties in communication. Team participants will aim 
to temper that tension and those difficulties using a variety of strategies, which
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Part I: Mismatches in style or ideology
will be explored at the conclusion of this chapter.
The situations in which one finds these groupings are in team teaching and in 
mainstreaming (with support teaching) and these will form the main subheadings 
for this part of the chapter.
Team teaching
In team teaching professional-professional relationships are found which raise 
many of the issues already outlined: there may be clashes in educational ideology 
among participants, and/or interpersonal tensions. However, there will also be 
managerial issues in determining where sets of responsibilities begin and end, 
and who defines them, as well as practical issues concerning time for negotiation 
and planning. These are identified in the studies which follow.
Geen (1985), in tracing the history of team teaching in England and Wales found 
that there are serious difficulties encountered when teachers are expected to 
work together in one class. He found, from sending letters to Chief Education 
Officers in the 104 LEAs of England and Wales, that despite the enthusiasm for 
team teaching in the sixties and seventies, 'it has failed to establish itself as a 
permanent strategy in many schools'. Replies were received from 81 of the 104 
LEAs: 20 were unable to provide information or said that no team teaching took 
place in their authorities; the remaining 61 LEAs provided the names of 109 
schools to whom questionnaires were sent requesting further information. 
Replies were obtained from 78 of these (72%). Questionnaires were also sent to 
53 schools who pioneered team teaching in the 1960s and replies obtained from 
49 of these (92%). Out of 49 schools who pioneered team teaching in the Sixties 
only 7 retained it by 1984.
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Amongst the reasons Geen identifies for schools abandoning team teaching are: 
the time and energy consumed in planning; the reluctance of some teachers to 
teach before colleagues, and differences between team members. These relate 
to the constructs already identified: time and energy in planning is a practical 
issue; reluctance before colleagues an interpersonal one; differences between 
team members may be due to clashes in ideology or personality.
Interestingly, very similar results are found in the US. Cohen (1976) longitudi-
nally analysed questionnaire data from 469 teachers. The data is taken at two 
points: in 1968 and 1975. She notes, like Geen, that amount of teaming has 
dropped substantially over the period; in 1968, teams of five or six teachers were 
common but by 1975 the most common team size was only two (45% of all 
teamed teachers were in teams of two; 35% were in teams of three and only 
8.5% were in teams of 5 or more). Suggested reasons for the decline were to do 
with the amount of coordination and communication needed for the effective 
functioning of the larger group; teachers do not have the time for it. Associated 
with successful teaming are attention to team dynamics and the support of school 
management; teaming was 'not unconditionally associated with teacher satisfac-
tion'. Satisfaction rested in part on the balance achieved in the teaming process 
with balance in turn being determined by the enabling of participation in all 
team members. Analysis of respondents' replies led to
a growing understanding of the fact that when team participation 
was good it was very good, and when it was bad it was awful, (p 58)
Cohen concludes that
team arrangements are extremely fragile . . .  Teaming appears to 
be an organisational innovation trying to survive without effective 
preparation or support, (p 61).
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Other American research highlights some of the problems noted here and it 
points to the possibility that teachers (or possibly any adult doing any task) will 
work to define his or her own territory away from the influence of others.
Interested in the amount of collaboration in which teachers will engage, Nolan 
(1977) reviews the use of open space classrooms, drawing a distinction with 
'open' classes (the American equivalent of open-plan versus informal). Ques-
tionnaires were sent to 82 teachers who moved from self-contained to open 
space classes. Such moves were associated with more collaboration. But inserv-
ice preparation and teaching experience were not associated with such collabora-
tion. Likert-type 5 point scales were used to determine how much teachers saw 
and heard their colleagues. It was concluded that collaboration only increased 
with audibility and that teachers aim to decrease interference with each other by 
quietening down. It was only noisy activities which would have to be jointly 
planned. The inherent autonomy of the teaching task again seems to be evident 
here. Although Nolan does not specifically mention the features which make 
autonomy desirable for teachers, one can again assume that the concern over 
personal or ideological tensions make for the desirability of such autonomy.
Bennett, Andrae, Hegarty and Wade (1980) in research funded by the Schools 
Council into open plan schools explore teachers' attitudes to the open plan 
environments in which they found themselves. They emerge with similar find-
ings to those already noted, though the report is scrupulously even-handed in its 
treatment and judgment of the (then) charged issue of open plan schools, and in 
this sense it sometimes fails to make unequivocally clear the conclusions which 
appear to be tacitly emerging from the research. In their review of the literature, 
Bennett and his colleagues note that teachers appeared to feel they had more
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influence in decision-making in the open plan setting - that they ceased to be 
isolated and become involved with joint responsibility. But the difficulties 
encountered in making cooperation work are more frequently mentioned than 
the advantages of that cooperation. Teachers list the advantages of teaming as 
the pooling of ideas, that it is good for specialisation, for probationary teachers 
and for improved discipline.
However, these advantages were countered by the disadvantages (in order of 
frequency) of: personality clashes, more preparation time needed, stress - and, 
interestingly, given that some teachers mentioned these as advantages - not good 
for probationers or for discipline. The quality of interpersonal relationships 
seems to be of paramount importance, and incompatibility not uncommon. The 
latter is cited as probably the most important problem that occurs in open plan 
classes. They say that this, together with frequent team changes, can cause low 
morale. Differences in teaching ideology are not mentioned, possibly as an 
artifact of the research design: such differences are perhaps being absorbed as 
personality differences.
In their questionnaire to their open plan teachers Bennett et al noted marked 
discrepancies between what teachers actually did (the practice) and what they 
said they would like to do (the ideal) in terms of teaching independently or 
cooperatively. The same discrepancy between real and ideal was noted in the 
responses from the heads, though here a prestige bias can be noted with the 
heads' responses veering more to the ideal than those of their staffs. For the 
staff questioned, the figures (in percentages) are as given in Table 1: .
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Table 1
Actual and ideal cooperation in the Bennett research
Heads
actual ideal
Teachers 
■ actual ideal
20 6 29 14 operating
independently
42 27 24 16 mainly operating independently but
planning coopera-
tively eg who 
teaches what, 
where and at what 
time.
Interestingly, teachers are doing more than twice as much independent teaching 
as they think is the ideal, and only two thirds as much cooperative teaching as 
they think ideal. Disappointingly, the reasons for the differences between the 
actual and the ideal are not discussed. It might be inferred that all the problems 
already noted to do with lack of proper planning time, ambiguity over role, and 
differences in personality are to blame.
Conclusions congruent with those already noted are made by Hatton (1985) in 
reviewing recent research on team teaching in the UK, USA and Australia. She 
concludes that 'teacher culture strongly supports an individual orientation to the 
work of teaching'. She says that evidence points to the fact that teachers try to 
maintain privacy, feeling embarrassment and intimidation when others are 
present and that they try to arrange 'alternative cover' for themselves when the 
barriers afforded by classroom walls are removed in open plan classrooms - eg 
by rearranging the furniture.
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A strikingly similar picture is drawn by Hargreaves (1980) in the quotation used 
at the beginning of this review:
The most startling feature of teachers in their relations with adults, 
including colleagues, is their sensitivity to observation whilst teach-
ing . . .  Most teachers simply prefer to work alone with a class of 
pupils, (p 141)
He continues this polemic with an attempt at understanding the teacher's isolat-
ed position from an interactionist perspective:
. . .  teachers do not wish merely to be autonomous in freedom from 
control by 'outsiders': they seek, in the classroom, autonomy from 
one another. The heart of the matter, at the experiential level, is 
the teacher's fear of being judged and criticised. Any observation 
will be evaluative of the teacher's competence, and the threat 
therein becomes the greater because such judgments may remain 
implicit and unspoken, and therefore incontrovertible . . .  Differ-
ences in educational philosophy and pedagogical preference 
among teachers exacerbate this sensitivity . .  . Such sensitivity to 
public performance has been a barrier to many innovations in ■ 
teaching, especially team teaching, which, when it does occur, is 
most likely to be among teachers who teach the same subject 
or . . .  among those who share similar educational philosophies, (p 
141)
Here, then, Hargreaves is suggesting something rather different from attempts at 
explanation of team friction already examined. He suggests that the desire for 
autonomy rests primarily in a fear of judgment. Such fear is simply exacerbated 
by ideological differences. '
The emerging picture is one where it seems that collaboration is not a natural 
thing for teachers to do in the classroom. The classroom environment does not 
seem to be congenial to the equal or shared collaboration of two or more adults. 
Beardsley, Bricker and Murray (1973) introduce the notion of territory to ac-
count for these difficulties, in looking at teachers' reactions to open plan schools, 
where teachers are constrained to work with and in front of each other. They 
suggest that absence of personal space defined by walls threatens many teachers'
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sense of personal territory. They say that teachers may find teaching in open 
spaces 'personally disastrous' and that many teachers enjoy working in a protect-
ed environment in which areas of responsibility are clearly specified. The notion 
of territory is an interesting one, atavistically locating Hargreaves' fear of judg-
ment (and, indeed, other postulated explanations of team friction) almost in a 
psycho-biological need. The interpretation made later in this review is that the 
resort to territory is strategic rather than inherent, and one of a number of 
strategies that participants may choose to adopt in the classroom team.
Further evidence for the ideas contained in Hargreaves' entertaining homily 
again comes from the US where Miskel, McDonald, and Bloom, (1984) exam-
ined the amount of collaboration amongst teachers in the context of certain new 
'programs' - notably those involving help for children with special needs - which 
require high levels of cooperation amongst staff. They say that the new ortho-
doxy, an emerging received wisdom, is that people will get along together fine if 
the institutional and managerial structure allows them to, that they will be crea-
tive and imaginative in collaborating and that this will make for some kind of 
synergy: 'the emergent view is that schools are not tightly-coupled bureaucracies 
where firm lines are needed for effective communication; rather, it rests on 
confidence and good faith.' But interdependent activities turn out, even in these 
programs which require cooperation, to be relatively infrequent. Questionnaires 
were completed by 1697 teachers from 89 schools; respondents were asked how 
often every month (a number between 0 and 5) they jointly planned ('jointly 
planning' could comprise simply talking) with the learning difficulties specialist; 
the most frequent answer was less than once a semester.
Their findings are discussed in terms of a social information processing model.
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They suggest that individuals adapt attitudes, behaviour and belief to their social 
context and go on from here to suggest that Svork dependence for teaching and 
planning typically occur on an informal and low-frequency basis' because the 
context for such dependence is not present, ie systems in the school (such as 
open-plan classes) are not present. The corollary, according to the theory, is that 
shared responsibility increases in open situations, though they accept in review-
ing other research, that their assertions 'are attenuated by Bredo's conclusion 
that even among teachers on teams, interdependent activities are infrequent and 
of limited influence'. The research reviewed here - indeed, their own findings - 
further 'attenuate' the explanatory validity of the social information processing 
model. It seems unlikely that the unpalatability of team working for teachers 
can be accounted for by the larger social framework within which they work. It 
may be more valid to suppose, on an interpretation of the research already 
reviewed, that differences are located in the micro-climate of the classroom - in 
the perceptions of interpersonal difference; in clarity of managerial responsibili-
ties; in perception of philosophical or pedagogical mismatch.
In team teaching is found a very different grouping of people from that found 
where parents or ancillaries are involved in the classroom. The grouping here is 
of professionals of equal status, working with shared aims. Yet despite the very 
different situations, research literature points - as will be shown - to similar 
tensions which conspire against the success of people working together. The 
teamwork requires planning and clear role delineations. Its success rests upon 
shared understandings about what is to happen in the classroom and it requires 
time for appropriate planning, discussion and evaluation. Desire for autonomy 
is seen in the notion of territory, with teachers sometimes aiming to maximise 
time on their own or to minimise contacts with others. There is a dislike of
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scrutiny from others. However, despite the documentation of these difficulties 
and the clear recognition of their existence, there is little work on the interpre-
tations made by the participants of their experience, nor on the attributions 
concerning success or otherwise of teaming.
Mainstreaming
In moves to support in the classroom, mainstreaming provides many team situa-
tions which are in many ways analogous to those of team teaching.
Mainstreaming of children with special needs has occurred for somewhat longer 
on the other side of the Atlantic than it has in this country. Where it has existed 
there, and in innovative schools in this country, it is possible to look at the effects 
of people working together. However, most research focuses, understandably, 
not on teamwork, but on outcome measures in classrooms where children have 
been mainstreamed. Nevertheless, occasionally those outcome measures are 
directed at providing an analysis of the effects of staff working in a team situa-
tion.
For instance, Strain and Kerrs' (1981) review of major findings on the education-
al effects of mainstreaming can be interpreted as providing further evidence that 
improving adult-child ratios does not in itself have beneficial effects for children 
with special needs. They conclude that in special classes, where assistance has 
traditionally been available to the teacher on a far more frequent basis than in 
mainstream classes, children with special needs did not achieve significantly 
better educationally than matched groups of children in regular classes. More-
over, in mainstream classes where additional help was provided, benefits could 
not be shown for children with special needs unless special arrangements were
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made for the working arrangements of the additional personnel.
An important feature of the dynamics of people working together in classrooms 
is alluded to in Strain and Kerrs' meta-analysis. In identifying a second, general 
trend from the research as the superiority (in achievement outcome measures) 
of children who had received more individual teaching, they note that one of the 
initial arguments in favour of special class placement was the low staff-pupil 
ratios there. (Special class placements in the US are characterised by additional 
aide support, improving the staff-pupil ratio.) But the research reviewed by 
them finds that little individualisation takes place despite these better ratios. 
This echoes again the attenuation in personal effectiveness when people work in 
classroom teams.
Despite the manifest importance of these findings, it is interesting to note that 
much commentary accords in-class support a taken-for-granted positive status. 
For instance, Gartner and Upsky (1987), in an otherwise thoroughgoing review 
of the status of mainstreaming since the introduction of Public Law 94-142 in the 
USA, make no mention of in-class support whatsoever, let alone acknowledge its 
problematic nature.
However, there has been work which takes this up. A study specifically directed 
at support teachers, working alongside mainstream colleagues, again from North 
America, comes from Wilson (1989). This Canadian perspective on support 
teaching reveals tensions and problems which bear a striking similarity to those 
already noted in team teaching. Wilson looked at School Boards which were 
deploying colleague consultants to the regular classroom teacher. The problems 
she identifies in the shift of roles from withdrawal remedial teaching to support
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in the mainstream are: lack of clear direction in the transition of roles; lack of 
training programs to help the teachers adapt to the new role; reluctance of 
regular teachers to open doors to 'experts'; belief of most classroom teachers that 
one deals with at-risk children by referring them to a special track. She draws on 
research by Fisher and Ysseldyke to show that when children are moved from 
special classrooms to the mainstream the amount of reading they do and the 
amount of academic engaged time falls to the average for the mainstream class. 
She asserts that we therefore have to improve the quality of what special chil-
dren receive in mainstream.
Wilson, drawing on an earlier study (Wilson, 1988) which factor-analysed semi- 
structured interview responses from 54 teachers and which isolated a restorative- 
preventative belief continuum existing among teachers, feels that the fall-off in 
engagement is in part due to teacher attitude - with assumptions teachers hold 
about what she calls restorative or preventative education. However, a major 
problem comes in adapting to the new team-working enterprise and in interfac-
ing with a heterogeneous set of teachers, some of whom are committed to a 
preventative approach and some of whom are wedded to a restorative philoso-
phy. Here, difficulties similar to those highlighted in team teaching are seen to 
emerge - the teams are homogeneous with, nevertheless, Wilson is suggesting, a 
low likelihood that there will be ideological congruence between teacher and co-
teacher. . There will, then, be an immediate point of friction around which ten-
sion may crystallise.
Resource teachers, Wilson says, need consultation skills to help them meet their 
new role, and to help them challenge the beliefs and assumptions of mainstream 
teachers. She says that recent research stresses the need for consulting roles,
Chapter 2: Extra people in the classroom Page 58
Part I: Mismatches in style or ideology
'but there is little on what these skills are or how to achieve them'. She suggests 
that as part of this consultative exercise mainstream and resource teachers need 
to set out what they expect and how far they are prepared to go; that resource 
teachers need to practise active listening, restating the other's case, goal setting, 
and checking for clients' discomfort. The kinds of gaps in the resource teacher's 
skills seem to coincide with those gaps which are responsible for the demise of 
team teaching. She concludes that resource teachers need to have 'respect from 
colleagues and a desire to give away ideas rather than be an expert'.
Stainbeck and Stainbeck (1990) in the USA also see team teaching as the way 
forward to 'inclusive schooling'. However, they identify the undoubted theoreti-
cal advantages of this approach, without indicating that the area might in any 
way be problematic. In the same volume, and in similar vein, Thousand and 
Villa (1990), claim to have searched the literature and identified 100 specific, yet 
overlapping characteristics of effective teams or groups. They categorise these 
broadly as follows: the distribution of responsibility in the team; frequent 
face-to-face interactions; a positive sense of interdependence; small group social 
skills in leadership, communication, decision making; periodic assessments of 
how the group is functioning and how it might do better; clear accountability for 
personal responsibilities. However, they do not identify the tensions created by 
the interface between these 'team-needs' and the reality of classroom life, nor do 
they suggest how or why 'frequent face to face interactions' should occur when 
evidence appears to show that team members may actively avoid such interac-
tions, even if time is available for them. In terms of the analysis in chapter 1, 
features of the team situation are here taken as 'givens', and not as emergent 
processes. ' :
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Widlake, in reviewing the move away from withdrawal and toward support, sums 
up the situation by saying that for some secondary school teachers the arrange-
ments for support teaching seem strange and perhaps threatening. The tech-
niques required for successful teaching in these circumstances, he says, are dif-
ferent from those usually practised and they have not usually been acquired 
during initial training.
Ferguson and Adams (1982) provide some insights from the Scottish experience 
of support teaching. In Scotland the move away from remedial withdrawal and 
towards support ante-dates the English experience by several years. Interesting-
ly, in this early paper about such a move, support teaching is described as 'team 
teaching in remedial education'. The authors interviewed 36 remedial teachers, 
48 classteachers and 54 pupils from six secondary schools. The proportion of 
time the remedial teachers spent in 'team teaching' varied between 20% in one 
school, and 61% in another. The explication of the variety of activity that occurs 
under the rubric of team teaching is fascinating. In one school, subject special-
ists worked together with remedial teachers on themes within an integrated 
studies context; children would be organised into small working groups which 
then drew on the resources of the entire teaching team. However, many of the 
remedial teachers reported that class teachers worked through a syllabus with 'an 
extraordinarily restricted range of methods and a heavy reliance on work sheets 
and a prescribed text'. Here, 'remedial teachers believe that their task is to listen 
while the subject specialist talks to the whole class and then circulate among the 
children responding to the needs of those who are in difficulties'. Only five of 
the 41 remedial teachers jointly prepared lessons with a subject specialist. The 
only occasions when teaching with the whole class occurred from the support 
teacher was when, for instance, the 'teacher had been spirited off somewhere'.
Chapter 2: Extra people in the classroom Page 60
Part I: Mismatches in style or ideology
Remedial teachers were not sharing teaching in the way that the term 'team 
teaching' implies. Only five of the classteachers said that the support teacher 
had taken the class. Support teachers may have difficulty with the subject being 
taught about which classteachers could be surprised and 'scathing'. Preparation 
for team teaching tended to be very limited mainly because of pressures of time, 
and because class teachers weren't available to discuss work. ■ 19 of the 43 subject 
specialists said that the remedial teacher's preparation was inadequate - only 17 
said it was adequate. The authors say that 'nearly all remedial teachers are cast 
in the role of teachers' aides'. 49 of the 54 pupils described the class teacher as 
'the real teacher' or 'the proper teacher' or something similar. Remedial teach-
ers were characteristically described as 'the helper'. They go on to say that the 
general picture is of support teachers passively accepting, and content with an 
undemanding role. In turn, class teachers 'jealously guard their right to maintain 
control of the progress of each lesson'. One classteacher commented 'She seems 
to have this need to have a whole class. Suddenly she's in the middle directing 
the class if I go out for a minute'. They comment in concluding that 'Individual 
attention, even in a classroom with two teachers, is rarely planned in a detailed 
way and is likely to consist of brief and infrequent encounters with those who 
require further explanation'.
Bines' (1986) interviews with teachers, support and mainstream, working collab-
oratively support these findings. She says that having another teacher in the
classroom could impinge on teachers' autonomy and create anxieties about
competence. With a support teacher in class you could not be 'quite yourself:
There might be inhibitions about 'having a laugh' . . .  Some teach-
ers talked about the feeling . . .  of being 'spied upon' . . . young 
teachers might be particularly 'threatened' by support work since 
they had not had the chance to 'establish themselves', (p 109)
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Interesting as far as Ferguson and Adams' view of what is required goes, is their 
comment that 'an approach is yet to be found which marries the benefits of 
systematic individual attention to the advantages of awareness in detail of the 
demands of the regular classroom.'(p 29)
An attempt to find an approach which marries such difficult-to-reconcile benefits 
comes in the use of room management in ordinary classrooms (see chapter 10 
for a full account of room management). Newton (1988), in a case study using 
structured observations, noted that a support teacher and mainstream teacher 
were not working effectively to provide an integrated approach in the classroom; 
rather, the organisation could be described as withdrawal within the classroom. 
Further, the classteacher and support teacher had not established an effective 
method of co-working: during one hour-long observation period, teacher and 
support teacher were recorded talking to each other for 40% of the time. With 
the introduction of room management, the teachers were able usefully to struc-
ture their time, and to share the tasks which formerly it would have been the 
tacitly accepted role of one of them to fulfil. Also, the amount of adult to adult 
interaction decreased under room management, with a corresponding increase in 
the amount of time both teachers spent with the special needs children. Both 
adults reported enjoying the room management sessions, though they were found 
to be time-consuming and impracticable for more than one session per week.
Such a system would seem to offer a framework for the deployment of adults in 
the classroom. Through the specification of tasks, ambiguities and uncertainties
- . * . -A ' ' [
are diminished, and even differences in teaching style neutralised. However, the 
systematisation of planning for teamwork in this way does seem to return us to
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the need for time for such planning and the problems in finding that time.
It might be thought from an HMI survey (HMI, 1988) that support teaching 
arrangements in teaching children for whom English is a second language (E2L) 
were relatively unproblematic, in comparison with support teaching of children 
with special needs:
Evidence of the relatively few examples of in-class support by E2L . 
teachers suggests that, where organisation and collaboration 
between the E2L and subject teacher are good, pupils are able to 
engage more effectively than in withdrawal groups, (p 14)
However, a closer examination than the HMI found possible in their survey of 
E2L teachers has been undertaken by Williamson (1989) and a pattern of reac-
tions, tensions and uncertainties which is remarkably similar to those of the 
remedial teachers is noted. Williamson examines the change to support, but in 
this latter case, in the context of E2L teachers. Here, the client population 
shares little in common with that of the remedial teachers, yet the ambiguities 
and stresses felt in the E2L teachers' new role seem to be almost identical. 
Williamson explored the attitudes and feelings of teachers towards withdrawal 
and mainstream support as ways of helping bilingual pupils. He undertook 6 
semi-structured interviews, with three teachers from each of two secondary 
schools. The teachers were aware of the value of support teaching and the 
arguments evinced for it in reports such as Bullock (Department of Education 
and Science, 1975). But they felt that it was hampered by poor organisation, 
unhelpful attitudes on the part of mainstream colleagues and lack of status for 
support teachers. When the teachers were asked how support teaching could be 
improved the issue most frequently mentioned was the need for prior consulta- 
tion with colleagues if support is to be effective - 'Often we don't know what 
we're going to do so we can't prepare.' 'It's unsatisfactory grabbing 15 minutes at 
lunchtime.' There was a need to 'identify exactly the role of each teacher in the
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process'. There was a lack of awareness of the support teacher's role. One said 
she felt uncomfortable when her presence in the classroom was not acknowl-
edged and commented also on personality differences - some teachers were 
'welcoming and friendly, others difficult'. Teaching styles were important; if the 
teacher talked to the class a lot 'it's very difficult for the support teacher to par-
ticipate’. The support teacher should have an intimate knowledge of the curricu-
lum so she doesn't 'spend so much time standing around waiting for relevant 
moments where she can step in and give help'. The support teachers felt they 
weren't seen as 'proper' teachers. They missed 'not having a classroom and doing 
what other teachers do. They felt the sense of sharing someone else's classroom 
and needing to establish one's position in the room, and having no time to sort 
this out in advance. 'You have . . .  no autonomy . . .  you feel you don't belong 
anywhere in particular . . .  you need to make your role clear to the class.' 'It can 
be hard to assert your discipline level in classes where the class teacher has a 
different lev e l. . .  it can affect your morale when you are never properly in 
control, never have your own classroom. As to other teachers, 'some can't func-
tion with another adult in the classroom'. On pupils, some were embarrassed by 
the support teacher presence - 'no child wants a minder'.
It is clear from this juxtaposition of similar situations - remedial support and E2L 
support - that personnel with very similar status, despite their different client 
groups, are experiencing a parallel set of problems. The apprehension here, and 
in every other adult mixture examined so far, appears to emerge not from the 
pedagogic tasks undertaken, but rather from the interpersonal strains that ensue 
from certain misunderstandings and conflicts - of interest, style and approach.
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This difference of approach is examined further by O'Hanlon (1988), in taking 
up again the focus on the special needs teacher. She, like Wilson (above), sees 
the difficulty in establishing good support teaching as stemming from a tension 
emerging from the different perspectives of special needs and mainstream 
teachers. Through an action research report - via analysis of conversations 
between special needs teachers - she tries to tease out the differing perspectives 
as a way of accounting for some of the tensions that are felt. The comments 
made by the teachers are very similar to those already noted in the Williamson 
and the Ferguson and Adams papers: 'I think it gives you a terrible stigma being 
a special needs teacher'; 'They [staff and children] don't regard you as a real 
teacher'. She sees these misunderstandings stemming from mainstream teachers 
being what she calls 'technicist', ie being subject-centred and interested in 
academic outcomes, in results, while special needs teachers primarily are 'intui- 
tionists', concerned with relationships with pupils. .'Special needs teachers are by 
nature and role different from ordinary teachers. They differ in focus, practice 
and clientele.' The more special needs teachers tried to gain favour with main-
stream colleagues by changing their styles, the more they experienced tension in 
their special needs role. They experienced alienation.
O'Hanlon's analysis, in its drawing of a distinction between technicists and intui- 
tionists, is similar to Wilson's (above, p 57) which in a similar way constructs a 
continuum (restorative-preventative) to account for the differences in style 
between special needs and mainstream teachers. While these draw us more 
toward a pedagogic/ideological dimension rather than an interpersonal one, 
they nevertheless highlight the differences, pedagogic or otherwise, amongst 
people which can lay at the root of the frictions noted.
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Supply teachers, though they are not working as additional adults in the clas- 
steacher's territory, are nevertheless working in that territory and may almost be 
said to be working under the shadow of the teacher they are temporarily replac-
ing. Clifton and Rambaran (1987) note a number of features about the feelings 
of supply teachers which parallel those of team teachers and support teachers. 
After participant observation in supply teachers' classes, and after interviews 
with them, they say that substitute (supply) teachers experience anxiety; they 
don't feel competent or satisfied; they have low status and prestige; they don't 
have authority in the school and don't know the rituals of the classroom. The 
parallels here are perhaps most apposite with the work and feelings of support 
teachers. Supply teachers are seen by pupils as being incompetent teachers. 
They are not familiar with the routine of the lesson. Supervision projects a 
picture of incompetence, (compare the support situation with another person 
present). The supply, like the parent, the support teacher or the welfare assist-
ant, is not familiar with the loose rituals of the classroom, and the methods of 
the supply may not match with those of the main teacher. \
Clifton and Rambaran conclude with an interesting analysis which does much to 
illuminate the tensions noted existing in the work of the additional people in the 
classroom: they draw on Stonequist's notion of marginality (in that they are not 
integrated; they feel like strangers) and Weber's notions of power in the bu-
reaucracy of the school (not recognised as holding official positions) to explain 
supply teacher's feelings of uncertainty. Supply teaching is marginal; there is no 
clearly established set of rules that legitimates the behaviour of supply teachers. 
This would appear to be at the core of the problem for any additional adult in 
the classroom.
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P a rt II: I s s u e s A ri si n g P ri n ci p all y o ut  
of D efi niti o n al Cl a rit y
. • 4
I n t h e sit u ati o n s gr o u p e d i n t his s e c o n d p art, pr o bl e m s ar e s e e n t o ari s e f or t h e 
t e a m s m ai nl y o ut of d efi niti o n al cl arit y. Diffi c ulti e s ari s e b e c a u s e of p o or r ol e 
d efi niti o n, a m bi g uit y o v er r ol e a n d b e c a u s e of t e a m p a rti ci p a nt s' g r e at e r or 
l e s s er s kill s at a m eli or ati n g t h e t e n si o n s t h u s e n g e n d er e d. T e a m m e m b er s 
a p p e ar t o att e m pt t o a m eli or at e t h e pr o bl e m s i n t w o c e ntr al w a ys: b y a d a pti n g 
m a n a g eri al pr o c e d ur e s, or b y m a ni p ul ati n g diff er e n c e s i n st at u s.
St at u s is cl e arl y i m p ort a nt h er e, a n d it s r ol e b ot h a s a f a ct or t o b e m a ni p ul at e d 
b y t h e t e a c h er i n s h a pi n g t h e d y n a mi c s of t h e gr o u p a n d as a k e y v ari a bl e i n 
cr e ati n g t e n si o n s will b e dis c uss e d i n t his p art of t h e c h a pt er.
T h e t e a m sit u ati o n s gr o u p e d u n d er t h e s u b- h e a di n g s w hi c h f oll o w ar e: fir st, 
t h o s e t e a m s i n w hi c h t e a c h er ai d e s a n d t e a c h er a s si st a nts ar e f o u n d; s e c o n d, t h e 
ki n d s of t e a m s w hi c h ar e f o u n d i n s p e ci al e d u c ati o n; t hir d, t e a m w or k i n v ol vi n g 
p ar e nt s.
T e a c h e r ai d e s a n d t e a c h e r a s si st a nt s
P er h a p s t h e m o st d et ail e d a c c o u nt y et u n d ert a k e n of t h e w or k of t e a c h er ai d e s is 
o n e d o n e as a n e xt e n si o n of t h e c o m pr e h e n si v e a n al y s e s of t h e Pr oj e ct F oll o w 
T hr o u g h c urri c ul a. L o o ki n g at s o m e of t h e hi g hl y f u n d e d pr oj e ct s w hi c h c o m-
pri s e d t h e Pr oj e ct F oll o w T hr o u g h c urri c ul a, D e V a ult, H ar ni s c hf e g er a n d Wil e y 
( 1 9 7 7) n ot e t h at t h e e m pl o y m e nt of t e a c h er ai d e s (t e a c h er a ssi st a nts) w as oft e n, 
t o p ut it cr u d el y, o n e of t h e w a ys i n w hi c h t h e r e s o ur c e s all o c at e d t o t h e pr oj e ct 
w o ul d b e s p e nt. H a vi n g e m pl o y e d t h e ai d e s, t h e q u e sti o n r e m ai n e d a s t o t h e
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best way of using them. They see the answer lying in the analysis of the teacher's
role in order that there can be some specialisation in the work undertaken:
In addition to one or more teachers, aides and volunteers must be 
coordinated, and opportunities, not usually available, exist for 
differentiating [my emphasis] teaching functions. The Project 
Follow Through observation data provide a unique perspective on 
how these decisions are handled. They allow explication of the 
grouping and individualisation strategies used in the implementa-
tion of the several curricula with simultaneous accounting of the 
personnel resources used, (p 50)
The results of DeVault et als study are complex, attempting to note relation-
ships between and among variables which include curricular selection, personnel 
resources and grouping strategies. Extracting the features of the study which are 
relevant for this thesis, the results may be summarised as follows. More teacher 
than aide or volunteer time was spent in large (ie more than 8 pupils) groups. 
Aides spent considerably more of their time than teachers in activities which did 
not involve direct contact with children, about the same proportion as teachers 
in small group (3-8 children) work, but less than teachers in large group work. 
Volunteers were found to spend most of their time in tutorial settings. Thus, 'in 
essence, all personnel are used in all settings with increasing emphasis on small-
er-sized groups as levels of training [of the personnel] diminish.' There was most 
variation in the use of volunteers: in some curricula they were seen as members 
of the teaching team, while in others which used volunteers no mention was even 
made of their work.
A significant finding in terms of the phenomenon of diminishing returns, ex-
plored in chapter 1, is that the presence of volunteers and aides did not generally 
free the teacher for more time with pupils but rather resulted in the teacher 
spending more of her time without pupils. Here, perhaps, is a replica of the kind 
of finding made in team teaching and with parents in the classroom: having extra
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people in the classroom does not automatically - perhaps because of the complex 
set of interpersonal uncertainties already discussed - result in more 'teacher-
time' for the children. The focus of the De Vault study, however, is not on these 
uncertainties, but rather on empirically determined outcome measures of pupil 
success. '
One of the many interesting findings of the study is that curricula which were 
seen as the most successful in the Follow Through analysis (eg the behavioural 
Kansas curriculum) prescribed relatively large amounts of small group or tutori-
al instruction which in turn depended upon more adults in the classroom. These 
curricula requiring higher 'intensity' of schooling were more likely to be imple-
mented in better resourced school districts. The authors warn that it is therefore 
necessary in looking at both the reasons for and the consequences of grouping 
and individualisation to take account of resourcing - which in practical terms in 
the Follow Through classrooms translated into number of personnel in the class-
room.
In brief, this meta-analysis of Follow-Through data demonstrates that small 
group and individual work of aides generally follows the same pattern as that of 
teachers. It might thus be inferred that in the absence of clear role definition, a 
form of modelling or apprenticeship is filling the vacuum. Planning and clear 
role definition might allow for more imaginative use of aides. They might, for 
instance, be used to free the teacher for more direct pupil contact. Far from 
freeing the teacher for more work and more interaction with children, the provi-
sion of extra personnel in fact in many cases resulted in the teacher spending 
more of her teaching time on administrative and non-teaching activities. These 
researchers conclude that too little thought has been given to the ways in which
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teacher aides work:
If we staff typical-sized classrooms with up to four full time instruc-
tional adults then we better find out how to use them most effec-
tively. (p 47)
While many teachers in this country would consider having four full time instruc-
tional adults in the classroom a luxury about which few questions would need to 
be asked, this research indicates that the existence of supernumerary personnel 
is far from being an unproblematic issue.
Stallings, Robbins, Presbrey and Scott (1986) touch on the same theme in further 
meta-analyses of the Follow Through data. Their hypothesis is that if teachers 
are taught to be more efficient, then aides will not be needed. Using schools 
involved in Follow Through, teachers were trained in classroom management 
skills, and heads were trained in staff support skills. Comparison was made of 
provision of a) aide support or b) additional training for teachers in instructional 
skills. Longitudinal analysis was undertaken over 3 years with 13 teachers and 
208 students of whom more than 50% scored below the 35th percentile on 
achievement tests. Assessment was made of teachers' instructional skills using 
the Instructional Skills Observation Instrument, and outcome measures of pupil 
performance were taken on achievement tests, and time off-task. Highly signifi-
cant improvement in engaged rate was noted in the experimental group (ie 
shaped-up instructional skills) in reading and maths (p c.001) and significant 
gains were also noted in these subjects.
They conclude that money spent on a programme such as this may be more 
productive than money spent on aides. However, only two control schools were 
used and gains made by experimental schools were far from unequivocal. Nei-
ther is any thought given to how aides could be shaped up in similar ways, or
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strategies looked at for maximising their performance - perhaps even more 
cheaply than training in classroom management skills and other teaching skills. 
The lesson which emerges from the DeVault study - of Stallings' original data - is 
that aides are used to less than maximum effect. It seems to be an inappropriate 
comparison to make in this case, given the original aims of the study (ie training 
for more teachers v more aides) to compare teachers with post-experience train-
ing with aides who have no training at all. Another alternative comparison 
might have been teachers trained in class management and instructional skills v 
teachers trained in managing their support more effectively.
If it may seem impossible to replicate the De Vault study in this country given 
lower levels of staffing and resourcing for compulsory school-age children, the 
nursery is an environment in this country which provides situations where the 
deployment of additional personnel can be studied. Clift, Cleave and Griffin 
(1980) studied 40 nurseries. 40 teachers and 40 assistants were observed for a 
morning and an afternoon. Structured observations were used in the recording 
of adults' activities. Discriminant analysis showed teachers and assistants to be 
differentially deployed by profession, as one would expect. The most significant 
difference between the professions was found in respect of frequency of change 
of activity, reflecting in turn differences in how groups spent their time: teachers 
spent most of their time on children's activities and administration; assistants 
spent more time on housework (routine activities) and equipment. Teachers 
were more homogeneous in the way that they behaved, assistants tending to 
reproduce the pattern of their teachers (perhaps, again, in the absence of role 
definition, relying on modelling, as in the DeVault study, p 67). 'Others' in the 
classes most often were students, ancillaries, parents and school pupils.
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It is interesting to note that this research indicates that a plateau occurs in the 
benefits accorded by having extra adults in the classroom, as, indeed, the 
DeVault study indicated: most involvement with children occurred when 3 adults 
were present - beyond this, there was no improvement.
Teachers invariably are 'in charge' though during their absence assistants as-
sumed their roles. Role differentiation varied: where it was low teachers were 
more often involved in the domestic work of the nursery at the expense of in-
volvement with children - this was not compensated for by an increase in such 
involvement on the part of assistants.
Tizard (1981) criticises the research of Clift et al for not adopting a design which 
would allow the question posed at the outset (ie Are there clear advantages in 
employing teachers rather than nursery nurses?) to be answered. A comparative 
study would be needed for this, she asserts. Neither did the authors address the 
question 'How can we use volunteers most effectively?' This is almost exactly the 
same question put by De Vault et al (above p 67) at the conclusion of their re-
search, but one which, in a similar way, seems to have been side-stepped by Stall-
ings etal. .
LeLaurin and Risley (1972) begin to focus on some of the processes involved in 
the drop-off in personal effectiveness when two or more people are involved in 
the classroom in a study of the organisation of day care environments. They say 
that it is inevitable that time is lost from planned activities during daily transition 
from one activity to another and they use time lost as a measure of staff effec-
tiveness in two methods of organisation for staff activity. In the first of these 
methods (the zone procedure) each adult (teacher or assistant) was assigned
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responsibility for a particular area in the class, and for all children who passed 
through that area. In the other method {man to man) each adult was responsible 
for a particular group of children. Using a repeated measures design in one 
classroom the zone procedure was found to be associated with a significantly 
smaller loss in child participation (mean loss per child 9.9 minutes) in planned 
activities than the man to man procedure (mean loss per child 20.74).
LeLaurin and Risley focus on gaps in the children's program rather than staff 
interaction but in so doing they stress that the structures within which personnel 
operate have significant effects on children's behaviour. They go on to empha-
sise that with untrained personnel there is an even greater need for specific 
guidelines on the ways in which activity is structured and organised.
Johnston (1984), in an analysis of the replies of 291 respondents in a US national
survey, found that teachers in nursery classes reported more problems related to
the area of supervision of subordinate staff than in any other area:
They reported problems such as getting staff to follow through on 
assigned responsibilities, getting staff to be on time for their shifts, 
and getting staff to recognise and act on children's needs in an 
appropriate fashion. Prekindergarten teachers want to provide for 
communication among their staff and report problems in getting 
staff to work in a cooperative fashion. They want to be effective in 
recruiting, training, directing, evaluating and providing feedback to 
their staff. The teachers report problems in finding time to ade-
quately supervise staff, particularly when the teachers are also 
responsible for children, (p 35)
Some of the problems identified here - such as getting staff to be on time for 
their shifts - reveal a lack of contiguity between the kind of situation likely to be 
experienced by the nursery school teacher in the US and that experienced by the 
mainstream primary or secondary school teacher in this country. Nevertheless, 
the same tensions noted by Clift et al are reported here. •
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However, not all the issues which arise for these non-teaching personnel are 
concerned with definitional clarity. Riches (1982) - through case study analysis - 
looks at what he calls the micropolitics of non-teaching staff, which in this case 
includes not just ancillaries and welfare assistants, but also technicians. Through 
trying to establish power, status and improved conditions in situations which are 
characteristically undervalued and underpaid, non-teaching staff resort to ploys 
which minimise rather than maximise their effective team involvement with 
other groups. He says: 'Most female non-teaching staff, especially the part-time 
ones, would appear to offer minimal criticism of the way they are managed'. 
However, they can develop power: the controlling caretaker, the gatekeeping 
secretary. Non-teaching staff are not necessarily passive. Riches draws on a case 
study where technicians sought to align themselves with teachers through use of 
the staff room; by 'distancing' ie hiding in the preparation room and making 
themselves available only to the head; by 'leverage' ie delaying doing tasks to 
show that their service was a favour which could not be taken for granted. The 
micropolitics involved here may have particularly significant effects where there 
is more than one from a particular non-teaching group involved in a class (see 
for example McBrien and Weightman p 75) and may to an extent account for the 
phenomenon of diminishing returns which I note in that situation.
Ward and Tikunoff (1979) also pick up the issues of micropolitics in a review of 
the use of non-teachers in 'the instructional process'. They go further than 
suggesting that the introduction of other adults may not in itself have beneficial 
effects. They state:
Using nonteachers for instructional purposes may have both de- 
.......... sirable and undesirable effects (p 300)
In making this claim Ward and Tikunoff point to factors in social organisation, 
feeling that introducing others into the classroom alters several features of the
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classroom, a major one of these being the distribution of power and authority. 
This contrasts with interpretations made of the alterations which emerge from 
homogeneous teams (team teaching) where the emphasis has been on interper-
sonal and ideological mismatches and the infringement of territory.
Special schools
An interesting study which both repeats the kind of findings noted already in 
other settings, and which tries to suggest answers to those questions and some 
solutions, comes form McBrien and Weightman (1982). In a school for children 
with severe learning difficulties they noted that the injection of extra assistants 
into a class of children with severe learning difficulties was, without closely struc-
tured organisation, unrelated with measures of the children's engagement: the 
engagement of the children remained at around 30% whether the number of 
staff in the class was one, two, three, four, five or six. Furthermore, drawing on 
other research they assert that the quality of the contact that staff make is not 
always appropriate (eg loudly attending to children who were misbehaving): only 
48% of assistants' time is apparently spent in activities of which the researchers 
approved.
They attempted to tackle this problem by directly addressing the issue of defini- 
tional clarity. Simply training staff in appropriate activities and dividing up the 
teachers' role so that there was less room for ambiguity among the team mem-
bers - a technique they call room management - raised the staffs 'on task beha-
viour' figure from 48% to 74%, and raised the children's engagement from
*. Homogeneous teams refers to teams involving only one professional grouping (as in support 
teaching or team teaching).
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around 30% to 57%. However, these procedures seemed to have their most 
beneficial effects with fewer staff in the classroom; with an increase beyond two 
staff the engagement of the children appeared to be inversely related with the 
number of adults in the class. They conclude ' . . . our results suggest that to 
increase the engagement of these children, an increase in the number of staff is 
not as productive as examining the nature of staff/child interactions' (p 45).
Conclusions here appear to be very similar to those of Stallings et al in the 
context of aides in mainstream schools. Similar findings are made by Spangler 
and Marshall (1983) who, using an ABA reversal design, report that training for 
child care workers (in prompting, circulating and making available appropriate 
activity) increased the activity level (or engagement) of the children from 10% to 
70%.: ••
However, Woods and Cullen (1983) contest the notion that it is the definitional 
ingredients which are responsible for the success of room management. Like 
McBrien and Weightman, they were able to show that room management had 
dramatic effects on engagement - this time of severely handicapped residents of 
a long stay hospital (from mean 10% to mean 60%) when compared with other 
small scale interventions (using toilet training and a token economy). However, 
their data show that while there was an immediate initial effect this steadily 
tailed off over 15 months. The authors identify the operant psychology of room 
management as more important than the definitional ingredients. ; However, 
they point to the latter in accounting both for the initial success and subsequent 
tailing off of the techniques, tacitly suggesting that experimenter effects are 
particularly strong where the focus is on roles and interpersonal behaviour.
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There is an interesting contrast to Woods and Cullens' findings in a more recent 
study by Ware and Evans (1987) which directly identifies definitional clarity as 
an important variable. Their research casts doubt on the value of room man-
agement as a means of significantly increasing the engagement of multiply 
handicapped children. However, it supports the idea that the beneficial findings 
noted under room management regimes can be attributed to the ingredients of 
room management which make it easier for staff clearly to know their responsi-
bilities. They looked at two classes which both used room management proce-
dures with multiply handicapped children and found that room management had 
the effect of more evenly dividing staff attention among children. However, it 
did not affect the engagement of the children when they were not being attended 
to by the staff member. It increases the share of adult attention but not their 
level of engagement 'very much' (they do not say whether the increase is signifi- 
cant). Measures for establishing engagement are not described.
Much of what has been said so far relates to ambiguity, uncertainty and lack of 
definition in the roles people are being asked to play when they work together in 
the classroom. Escudero and Sears (1982) point to similar problems, again in 
the context of severely and profoundly handicapped pupils. Multivariate analysis 
of variance was used in the analysis of questionnaires, through which teachers' 
and teachers' aides' roles were examined when working with severely handi-
capped students. (72 teachers and 65 teacher aides were questioned). They 
discovered a lack of consensus about the roles of the different personnel. Analy-
ses isolated some areas where there was little difference between teachers and 
aides in their views about their roles but some areas where there was a signifi-
cant difference.
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Parental involvement
Parental involvement represents a trend somewhat removed from the others in 
terms of the likely relationships amongst participants. The trend to parental 
involvement is emergent in nature, and it will be instructive also to look at the 
changes in ideology behind the move insofar as these affect relationships among 
participants. Existing studies of its extent will also be examined (since these 
represent the only documentation of the occurrence of any kind of new team), as 
well as the problems and implications which emerge, as in the case of the other 
situations.
Thus, it is illuminating to look at this particular group to see how the pattern of 
involvement has changed over the last decade or so, to note the changes in 
ideology which underpin these changes and to note what the practical implica-
: . . I  ' ■ . ,  » • •
tions of parental involvement have been at classroom level.
• ; i ... •
Research on the trend to parental involvement did not begin in earnest until the 
late 1970s; it was only then that attitudes were changing about the desirability of 
involving parents in the class. Discussion toward the beginning of the eighties 
stressed the desirability of parental involvement; Meighan (1981) and Culling- 
ford (1984) both make the point that parents ought to be seen as having a right 
to involvement at school - only their effective exclusion by the professionals for 
so long has enabled the question of whether they should be in the classroom to 
be posed at all. Even when the philosophical and educational credentials of 
parental involvement had been established, there was still debate about the 
ethics of involving parents and volunteers, untrained and unpaid, in the class-
room, if by involving them it was depriving someone - perhaps an ancillary 
helper, perhaps even a teacher - of a job. The discussion therefore became polit-
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ical as well as educational. There was a great variety of sometimes strongly-held 
opinion on the theme: as recently as the mid-eighties, Stierer (1985), in his 
survey about volunteers who help with reading in schools found that the practice 
was very patchy even within schools due to disagreement amongst staff about 
whether to use volunteers. Epstein (1986), from a vantage point gained from 
some quite detailed research on the place of parents in American schools (see p 
84 for a fuller discussion), also points to two trains of thought about parents in 
school: one rooted in the sociology of Parsons and Weber which says that the 
roles of family and school are incompatible, and another more recently articu-
lated view which suggests that they are complementary and that communication 
should be encouraged. •
The most detailed account of parental help in primary schools is still to be found 
in the research of Cyster et al (1979). The comprehensiveness of that account 
has yet to be superseded. Given the extent and intensity of debate about paren-
tal involvement, updates and refinements of the work of Cyster et al are long 
overdue: their national survey in 1979 found that parental involvement in school- 
based activities most commonly took the form of 'help on school visits and out-
ings' followed by 'sewing . .  . and minor repairs to school equipment'. Help 
alongside the teacher in the classroom formed a relatively insignificant dimen-
sion of parental involvement, and was not felt to be worthy of attention in itself.
Given the developments which have occurred more recently - in parental in-
volvement in reading, for instance (e.g. Jackson and Hannon, 1982; Tizard, 
Schofield and Hewison, 1982; Macleod, 1985) - it is to be expected that activities 
such as sewing might now be less important (in relation to other activities) than 
they were in 1979. Research of varying quality, but widely reported in the press,
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has proclaimed the benefits for academic attainment inherent in parental in-
volvement and it is to be expected that this would have effected some shift away 
from the traditional parent activities that Cyster et al noted. There is ample 
research now to document the gains to be made in children's attainments when 
parents have been systematically involved, though it has to be said that the most 
thorough research in this area is American. The British research tends to be 
single school or single-local authority specific - as in the literature already men-
tioned (Jackson and Hannon, 1982, at one school, Belfield, in Rochdale; Tizard 
et al, 1982, in Haringey; Macleod, 1985, in Coventry). American research tends 
to be wider-ranging though even here meta-analyses neglect to comment on 
quality of research design in the studies reviewed. For instance, Olmstead and 
Rubin, (1983) summarise two reviews of parent participation programmes in the 
US; in the first (of 35 studies) all the programmes were found to be associated 
with gains in children's achievement; in the second (of 40 studies), 83% reported 
such improvement. No comments are made on significance of gains in achieve-
ment or quality of research design in these studies.
Given what appeared, then, to be a wealth of research showing the benefits of 
parental involvement for children's attainment, one would have expected to see 
some shift in the nature of parental involvement at school since the work of 
Cyster et al in 1979, and that shift being toward parental involvement in more 
formal areas of the curriculum. This indeed appears to be the case: in Stierer's 
1985 survey of 500 schools (76% return), 53% of responding schools had unpaid 
people regularly helping children with reading, a 'core curriculum' subject, in 
school and in 86% of these the helpers included parents. The literature of the 
past decade gives some indication of the ways in which ideas about parental 
involvement have developed and the ways in which attitudes towards parental
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involvement at school have changed.
For instance, Tizard, Mortimore and Burchall (1981) in looking at the involve-
ment of parents in nursery and infant schools emerge with a typology of objec-
tions to involvement which reveals the tensions existing at the beginning of the 
eighties. On the one hand was the idea that parents should be involved and that 
there should be a freeing-up of institutions and a de-bunking of the over-
professionalism of previous decades. On the other hand was the notion that to 
involve parents was to play into the hands of the emerging anti-dirigiste political 
consensus.
In this study Tizard and her colleagues did action research in seven nursery units 
in London. Their aims were to develop a programme of activities for fostering 
involvement and to find out why parents did or did not take up opportunities 
offered. They point to the fact that professionals seemed to be moving to a 
consensus that parental involvement is beneficial but note that 'Few attempts 
seem to have been made to seek the views of parents [about involvement], or 
even to describe their reactions to the attempts to involve them'. After inter-
views with parents and staff they conclude that participation may be seen by 
parents as a 'new and extra burden'. Interestingly, 6 of the 14 staff interviewed 
thought that parents made no positive contribution to their children's education, 
reinforcing the fact that at this time (1980) we were at an intersection in ideolo-
gies about involvement. All but two of the 14 staff saw potential dangers 
summarised by the comments 'You must be firm. Otherwise if you give them 
half a chance they’d take over the place', and 'I feel torn between the parents and 
the children. . .  it's hard to know how to distribute my attention'.
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This study also points to misunderstandings in aims, underpinned by mismatches 
in ideology. For example, in the 'Wendy House* (as the home corner was still 
called in 1980) used by teachers to stimulate imaginative play, 30-50% of parents 
thought this facility was for early domestic science training (in setting the table 
etc).
Tizard and her colleagues arrive at a typology of objections to involvement very 
similar to that set out at the beginning of this review:
managerial objections - eg the need for timetabling help, and coping with diffi-
cult parents;
professional objections - the fact that teachers and nursery nurses have specia-
lised skills which may be diluted or undermined by the presence of untrained 
parents; parents gossiping etc; trade union based - unpaid help, unemployed 
teachers;
educational objections- teacher can educate children adequately without parents; 
personal objections - the teacher may be embarrassed by presence of others or 
may feel they interfere with relationship or authority.
However, the other side of the coin was that parental involvement was seen 
positively by some of the teachers: 'We see parents not as a cheap alternative to 
employing more teachers, but an important potential supplement, or resource to 
the life of the school, which is at present under-utilised.' 'What many parents 
liked best was to work regularly with the same child, or the same small group of 
children'. In the 7 classes the number of parents willing to work regularly at 
least once a week varied between 1 and 12 depending mainly on size of family 
and where mother worked. The conclusion at the end of the project was that
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the aims set at the outset were met only in a limited way - and even this limited 
success had to be taken in the context of motivated volunteer schools, and an 
outside project team providing support. Problems had arisen out of a lack of 
appropriate training for parents and teachers; out of communication difficulties; 
out of narrow views of professionalism. These points are of particular relevance 
for the current research.
Similar disjunctions in understanding and communication are found by Goode 
(1982). In a study of parental perspectives in the process of schooling she found 
that teachers felt disquiet about home-school projects: parents did not under-
stand the aims of worksheets etc; they found difficulty helping children over an 
obstacle; they handled children inappropriately, by for example telling children 
off for minor misdemeanours. She concludes that parents were being used as 
apprentice teachers without being prepared for the task. Again here, a defini-
tional lacuna is accompanied by mismatches in ideology which are inadequately 
addressed.
Mortimore and Mortimore (1984), review a range of studies looking at parental 
involvement at school. They conclude that helping in class was one of the least 
successful of a range of activities for stimulating involvement. They say that 
parents sometimes appear to be hesitant because they are unsure of what is 
expected of them and because they feel that their presence may be seen as 'inter-
fering'. Tying in their own research with that of others and in particular that of 
the ILEA Junior School Study, they note that any success achieved had to be 
interpreted in the context of special programmes supported by enthusiastic 
teachers and aided by committed outsiders (as in the Tizard et al study just 
reviewed). Involvement which did take place in the classroom was by a small
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minority (5%) of the parents of children in the class. Looking at the factors 
which might have limited successful parental involvement they point to poor 
communication between teacher and parent (too much jargon used); inability by 
teachers to organise additional help in the class. They note that little attention is 
given either in initial training of teachers or in inset to work with parents: 'Work 
with parents, although paid lip service is rarely given priority i n . .  . training, or 
in any subsequent assessment of a teacher's work. Hence the teacher may not 
only feel role conflict but guilt if he or she devotes much time to parents.' They 
go on to point to the 'opportunity for misunderstandings and tensions' where 
someone with a clear legal responsibility works alongside others whose status is 
that of unpaid volunteers.
The lack of training is backed up by Atkin and Bastiani's (1985) research. They 
surveyed all institutions in this country which offered courses leading to qualified 
teacher status. Only 19% gave specific provision for working with parents; 29% 
had some pervasive element, while 29% had no provision at all.
Interestingly, very similar attitudes, results and conclusions are revealed in 
American research on parental involvement. Epstein (1985) surveyed 3700 1st, 
3rd and 5th grade teachers in Maryland, with follow up interviews with 82 of 
those teachers. 1200 parents from those 82 classrooms were surveyed and the 
2100 children's attainments and behaviour assessed. She found that 70% of the 
parents never did anything at the school, while only 4% (a figure very close to 
the 5% reported by the Mortimores in this country) were very active. Despite 
the rhetoric about involvement, she says, relatively few teachers frequently or 
systematically involve parents in the classroom. This is related by the author to 
lack of attention to parental involvement in teacher training.
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Other American research points to similar attitudes and similar problems - but 
similar gains where parental involvement had been handled sensitively. Leyser 
(1985), in a survey of parents of handicapped students, found conflicts between 
home and school because of differences in goals, philosophy, values and expecta-
tions; differences were also found due to differences in opinion on what consti-
tutes appropriate education. 325 parents whose children were in special educa-
tion programmes responded to a questionnaire about involvement with school. 
Had they gained more of an understanding about their child's educational prob-
lems after conferences (IEP)? 15% said No or only a little; 25% said somewhat. 
30-40% didn't know what an IEP was. Timetabling and distance of school was 
frequent reason cited for not becoming involved. Ideological differences are, 
then, highlighted here as a reason for a lack of involvement.
Fairly recent research supports the notion of a lingering lack of communication 
between teachers and parents and a lack of consonance over the aims of paren-
tal involvement. Stierer's (1985) survey of schools' use of reading volunteers 
(already reported on p 80) shows the way in which responding schools were 
viewing parental involvement. The benefits cited included: 'extra reading prac-
tice' 66% of respondents, and 'frees teacher from repetitive tasks to concentrate 
on more specialised aspects of teaching eg work with less able' 33%. The prob-
lems cited were primarily status-related. They included: 'unsuitable' helpers; 
parents gossip; resentment of parents by non professionals; enabling authorities 
to shirk their responsibilities to staff schools properly. These were also the main 
reasons given by schools who did not use helpers for not doing so - these schools 
also saw such giving of help with reading going over professional boundaries - 
helpers should be concerned with non-academic tasks. Status-related concerns
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of this kind are likely, in themselves, to lead to definitional uncertainty. Anxie-
ties about the legitimacy of involving or being involved will lead to ambiguity or 
conflict over the appropriateness of certain classes of activity.
Essentially, these problems are - at least in the form that they are articulated - 
stemming from the heterogeneous nature of this teaming. The difficulties 
appear to be principally attributed to managerial and professional concerns 
though these often emerge from ideological differences or concern over status.
Thus, caution and diffidence on the part of parents is often matched on the 
teachers' side by lingering doubts about the validity of parental involvement in 
the classroom and inability to cope with its consequences in terms of the altered 
dimensions of classroom management. This is borne out by Jowett and Baginsky 
(1988), who surveyed by questionnaire all LEAs in England and Wales, enquir-
ing about work with parents. Response rate varied between 77% (from advisers) 
& 91 % (from CEOs). Questionnaires were also evidently sent directly to schools 
but no report is given of the response rate direct from the schools. Parental 
involvement is taken by the authors to mean a broad spectrum of activities: 
involving parents in the curriculum eg reading; transition (primary to secondary); 
classroom activities; providing courses and support for parents. Their interviews 
show that 'While it may no longer be defensible to say that "parents are not 
interested" exactly what the focus of their interest is - and should be - is still 
contested.' The study showed that 'parental involvement' as a movement had 
often been taken on board by advisers through the implementation of authority-
wide initiatives, for instance on paired reading. However, the general picture, in 
reading as well as in other areas of the formal curriculum is of uncoordinated ad 
hoc developments. v
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As far as involving parents specifically in the classroom went, there was still, 
even in the late eighties, the finding that 'the essential differences between 
parents and teachers are sometimes viewed as the reason for not promoting 
these developments' - however, there was also the encouraging development that 
these very differences were also sometimes cited as the rationale for the exist-
ence of parents in the classroom. Specific questions were asked, apparently of 
the local authority respondents (presumably education administrators), about 
what the parents did in the schools; responses included being an extra pair of 
hands, helping children with special needs, giving talks about their work etc. 
Such responses are unenlightening and highlight the kind of sterile response 
obtained when an inappropriate target group is asked questions which are too 
general.
There are a host of tacit assumptions and expectations about existing practice 
which are violated in any change of this kind. Parents are expected to be assimi-
lated smoothly and seamlessly on the twin assumptions that a) having an extra 
adult in the classroom will automatically be helpful, and b) parental involve-
ment, of whatever kind, is beneficial. Many studies point to the difference 
between the rhetoric and the reality of this kind of partnership, highlighting the 
frictions which emerge out of mismatches in ideology, threat to beliefs about 
status, and the changed parameters of organisation which such misunderstand-
ings occasion. Discovering how far such factors are responsible for inhibitions 
about making adequate role definition when parents and others form part of 
classroom teams will be one of the tasks of this thesis.
A strategy in this task will be to examine the attributions of those involved in the
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classroom teams about the dynamics of the team and the behaviour of their co-
team members. The attributions made about team difficulties by teachers are 
moderated by assumptions made about the backgrounds of those who are help-
ing in the classroom. Indeed, the contrast in the kinds of attributions made to 
reasons for teamwork succeeding or otherwise in different team situations form 
a fruitful avenue for further discussion and will be discussed further in the con-
cluding part of this chapter.
Part III: A Model for Analysing Classroom Teams 
A summary of the issues
The prima facie questions outlined in the introductory chapter were essentially 
about the extent of the new teamwork, and the interrelationship of role, status, 
and style of work when adults share a classroom. A further question concerned 
the strategies needed to overcome the problems which may arise from this inter-
play of forces.
On the first of these questions, the extent to which shared working is happening, 
this chapter of the review produces patchy information. The most substantial re-
search on amounts of teamwork comes from the area of parental involvement, 
though even here information on the extent to which the trend is occurring is 
tangential to other information; research is usually into an aspect of parental 
involvement and statistics describing the extent to which it occurs are given 
incidentally. There is no work since that of Caster et al (1979) which systemati-
cally sets out to explore the extent to which parents are working alongside teach-
ers in classrooms. Even Clyster's work attempted no analysis of the nature of that 
help. The extent to which others are involved in classrooms has not been exam-
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ined at all in UK schools. The dearth in knowledge about the extent of adult 
participation makes one of the first tasks of this thesis to ascertain how many 
other adults are involved in classrooms, how often they are involved, and what 
kinds of activities they do when they are there. Nevertheless, this represents a 
fairly unproblematic area for research in this thesis.
The more substantial research questions concern the inter-relationships among 
status, role and style in determining the nature of the problems which emerge 
from the new teamworking: in shaping, for instance, the impact on autonomy.
A summary of the problems noted in this chapter is given in Figure 3, and a 
typology proposed to accompany this organisation. It is suggested that there are 
foci around which literature on this theme may be organised. The concerns 
around which researchers and commentators have located the tensions of class-
room team participants may be stated as follows: managerial, interpersonal, 
ideological, definitional, practical, personal; there are also concerns due to par-
ticipants' feelings of marginality. Interestingly, the difficulties which are high-
lighted most prominently and consistently across the typology proposed are in 
the area of role definition. The isolation of these various concerns will be used 
as the basis for part of the research which follows in chapters 6 to 9, particularly 
in organising and grouping interview responses.
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Eigurç 3
A typology of classroom team problems
Category of person
SUPPORT TEACHERS TEAM TEACHERS PARENTS AIDES SUPPLY
i r
Tizard 80 - teachers 
difficulty super-
vising parents
Riches 82 - soae 
aides try to 
establish power 
Johnson 84 - probleas 
supervising staff
Nilliaison 89 - host 
teachers unvelcoaing
Bennett 80 * person-
ality clashes aaong 
colleagues
0’Hanlon 88 - host & 
support different 
ideas on need 
also Nilliaason 89 
& Nilson 89
Hargreaves 80 - 
different aeabers’ 
philosophies inhibit 
teaaing
Leyser 85 * parents 
& teachers different 
views on what 
constitutes education 
also 6oode 82
O’Hanlon 88 - tension 
as ideas conflict 
with host’s 
Nilliaason 89 - new 
role unclear
Bennett 80 * teaa 
aeabers uncertain 
about roles
Nortiaore 84 - t's 
feel conflict in 
helping parents 
Epstein 86 - differ-
ing roles faaily/sch
HcBrien 82 - r.a. a 
success because it 
m o v e d  aabiguity 
Escudero 82 - little 
agreeaent on roles
Hilliaeson 89 * no 
tiae to negotiate 
roles
also Ferguson 82 
t Newton 88
Been 85 t Cohen 76 - 
teasing declines due 
to lack of tiae 
Bennett 80 - one of 
concerns noted - tiae
Johnson 84 - tiae for 
supervising
Bines 86 - inhibition 
about being oneself
i ’ , . ♦
Been 85; Hatton 85; 
Hargreaves 80 - t’s 
reluctant, eabarrass- 
ed, intiaidated, 
sensitive
Tizard 80 - t aay 
be eabarrassed in 
front of others
latere of 
problea
linger iil
later-
personl
Ideo-
logical
Clifton 87 - supply 
feel's uncertain 
in another’s
territory
Derii-
itioaal
Practical
Persoial
O'Hanlon 88 - differ-
ent views alienate 
support froa 
■ainstreae
Clifton 87 - supply I 
aarginal outside 
routines of Rargjaal 
'resident* I
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status; such relationships may need defining even if there is flexibility in the 
question of who takes up a particular role. Status solutions and role solutions 
tacitly share the objective of reducing stress, though the former achieves this 
through codifying responsibilities and power and locating these more clearly in 
specific individuals (teacher, support teacher, parent etc) while the latter 
achieves it through locating the sets of responsibilities in roles rather than people. 
The latter has clear advantages in terms of the attributions which may be put 
upon the behaviour of fellow team members. (The contribution of attribution 
theory will be examined shortly.) The relationship of these notions - their topog-
raphy - may be drawn schematically, as in Figure 4:
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■ Figure 4
Strategies adopted bv classroom teams
/ ------------------------- --------------------- \
Difficulties/mismatches :
Definitional
Ideological
Personal
/-
/ -------I------ \
I Stress I 
\----1"-- /
A
Strategies to ameliorate stress 
based on increasing or 
decreasing autonomy:
/  \<----------------------------------------------->
team individual
integration autonomy
\ —  Y — — ------------- —  | -------/
/ ----------- — \
role
solutions 
\---------- /
/ ------------------ \
status I
I solutions I 
\---------- /
If one feature had to be isolated as characterising the majority of the difficulties 
revealed in this chapter, it would be stress or tension. Attempts to relieve stress 
are seen in the building of status and autonomy, which in turn are promoted by 
and rest on incongruence over role and style. Such incongruence may be found 
in any of the areas highlighted at the outset: interpersonal, ideological, defini-
tional. Clearly, such mismatches and misunderstandings occur not singly but 
jointly, and it is only a heuristic to suggest that they occur at all in such catego-
ries.
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Nevertheless, having drawn such distinctions, they may assist in our explication 
of the processes taking place in the various inter-relationships occurring among 
adults in classrooms. Variations in role and status will clearly affect the nature 
of inter-personal perceptions, and the ways these are construed will in turn 
determine the stability, harmony and effectiveness of the groups comprising 
these varied personnel.
The contribution of attribution theory
Attribution theory provides a useful vehicle for examining these interrelation-
ships and constructions more closely. Heider (1944, 1958) assumed that people 
perceive their social environment as predictable, and that the observed beha-
viour of others could be attributed to inferred intentions. He writes (1958):
Of great importance for our picture of the social environment is 
the attribution of events to causal sources . . .  Attribution in terms 
of impersonal and personal causes, and with the latter, in terms of 
intent, are everyday occurrences that determine much of our 
understanding of and reaction to our surroundings, (p 16)
Group members' individual perceptions of causality depend, then, on their 
perceptions of intentionality. The working of the classroom, and the success or 
failure of teams to work in the classroom, can, insofar as they cannot be attribut-
ed to impersonal or environmental factors, be seen - to a greater or lesser extent, 
depending on the actors involved - as the responsibility of those actors.
Already attribution theory appears to offer an insight into some of the processes 
involved in classroom teams. If difficulties occur in shared classrooms they may 
generate a kind of vicious circle: those difficulties may be due to factors in the 
situation outside the team members' control (a windy day; 3R; a Friday after-
noon); or they may be as a direct result of team tensions (eg uncertainties about 
how to respond to the other adult; clashes in ideology or personality). The value
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o f attri b uti o n t h e or y h er e is t h at it pr o vi d e s a fr a m e w or k f or i nt er pr eti n g a n d
a n al ysi n g a d ult s' b e h a vi o ur i n t h e s e sit u ati o ns, n ot a bl y i n t er m s of h o w v ari ati o n s
c ;
m a y e xist b et w e e n i n di vi d u als i n t er m s of t h e attri b uti o n s t h e y m a k e a b o ut t h o s e 
pr o bl e m s. T h e y m a y b e attri b ut e d t o t e a m m e m b er s a n d t o dis p ositi o n s of t h o s e
v ; , ‘  ‘  •
m e m b er s b a s e d o n i nt e nti o n s t h o s e m e m b er s ar e a s s u m e d t o h a v e. Or t h e y m a y 
b e attri b ut e d t o wi d er c o nt e xt u al f e at ur e s of t h e sit u ati o n. T h e s u c c ess or f ail ur e 
of t h e t e a m - i n a 't e a m' sit u ati o n w hi c h all o ws f or littl e o n-t h e-j o b c o m m u ni c a-
ti o n, a n d pr e ci o u s littl e c o m m u ni c ati o n b ef or e or aft er t h e t e a m pr o c e s s eit h er - 
is b o u n d t o d e p e n d cr u ci all y o n t h e s e i nf err e d c h ar a ct eri sti c s. T h e c o ntri b uti o n 
of attri b uti o n t h e or y t o t h e m o d el pr o p o s e d i n Fi g ur e 4 is s h o w n i n t h e f oll o wi n g 
fi g ur e ( Fi g ur e 5).
Fi g ur e 5
T h e c o ntri b uti o n of attri b uti o n t h e or y t o 
u n d er st a n di n g str e ss-r e d u ci n g str at e gi e s
/ - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - \
S t r a t e g i e s  t o  a m e l i o r a t e  s t r e s s  
b a s e d  o n  i n c r e a s i n g  o r  
d e c r e a s i n g  a u t o n o m y :
/ - - - - - - - - - - - - '--------------  -   _ \
S I T U A T I O N A L D I S P O S I T I O N A L
A T T R I B U T I O N A T T R I B U T I O N
\ - - - - - - - - - - - - - / \ - - - - - - - - - - - - /
/  \
------------------------------------------------ >
• í
t e a m
i n t e g r a t i o n  
\ - -  - - - - -
i n d i v i d u a l
a u t o n o m y
/ - - - - - - - - - - - \  / - - - - - - - - - - - \
r o l e s t a t u s
s o l u t i o n s s o l u t i o n s
\ - — - - - - - /  . \ — - - - - —  /
C h a pt e r 2: E xtr a p e o pl e i n t h e cl a s s r o o m  P a g e 9 5
P a rt III: A  m o d el f o r a n al y si n g cl a s s r o o m t e a m s
The notion of locus o f control (Rotter, 1966) is one that has been extended from 
attribution theory and is useful here. The notion sees certain individuals ('inte-
rnals') attributing the reinforcements they receive as due to their own endea-
vours or characteristics, while others (’externals') attribute reinforcements to 
factors outside their control. Clearly, the way in which attribution of success or 
failure of the team is made to personal factors (it's me that's making the team 
work badly) or to others in the team, or to the team itself, will be crucial in 
determining the motivation to improve the situation.
The locus o f control, then, may be seen not simply in terms of team v myself but 
also in terms of team members v team situation. The original distinction which 
Heider's (1958, above) model drew was principally in assigning causality for 
behaviour either to causal forces of persons, or to causal forces of situations. In * 
autonomy solutions we may be seeing attribution to team members, while in 
team solutions may be seen a stronger disposition to attribute success or failure 
to the nature of the team. Clearly the latter is more amenable to change, and 
thus to resolution than the former.
Jones and Davies (1965) refine the ideas of attribution theory to provide a 
model which can be borrowed to help account for the differences between effec-
tive teams, where those teams may comprise members of very varying back-
grounds; they suggest that inferred intentions are built upon assumptions about 
the knowledge and ability of actors - in the case of this research, fellow team
*. Howard (1987) answers criticisms that there is a lack of specific evidence to show that the fac-
tors (person or situation) are clearly divisible or even inversely related. Using an experiment in 
which 135 subjects were given information about a fictional rape, in which the only details which 
changed were the details of the victim (hitch-hiker or jogger), Howard claims, following factor 
analysis of respondents' replies, to be able to show strong support for the model.
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members. They say:
the perceiver [in our case the 'host' teacher] typically starts with 
the overt action of another [the team teacher, parent, ancillary 
etc]; this is the grist for his cognitive mill. He then makes certain 
decisions concerning ability and knowledge which will let him cope 
with the problem of attributing particular intentions to the actor.
(p 222)
Clearly the educational backgrounds and personal philosophies assumed to be 
associated with various personnel, from parents to ancillaries to support teach-
ers, will strongly influence the attribution of intentions in observed action in the 
classroom. The professional-lay relationships will fare differently from the 
professional-professional ones, if attribution theory is correct. Jones and Davies' 
model builds on Heider's original model to suggest that the kind of responsibility 
attributed to the co-worker is assignable to different levels. Those levels are:
i) association (ie responsible for all effects with which the person is associ-
ated);
ii) commission (responsible for effects instrumental in producing);
iii) foreseeability (only for those which could have been foreseen);
iv) intentionality (only for those intended).
Team members will, it seems, build more or less correct impressions of their co-
workers' biographies and these will determine the level of responsibility assumed 
for success or failure. In other words, attribution theory predicts that heteroge-
neous teams ‘ (comprising perhaps teacher, parent, ancillary) will fare better 
than professionally homogeneous teams (teacher-teacher) because of the lesser 
likelihood that in the former there will be responsibility assigned by the host
*. Heterogeneous team s refers to teams involving a mixture of professional/s and/or non- 
professional/s.
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teacher to her co-participants for tensions or disjunctions in the activity of the 
class. Paradoxically, perhaps, there is not a simple extension of this argument 
along the continuum from most unlike teams (say, parent-teacher) to most alike 
(say, primary team-teachers). According to the stratification of attributions 
proposed by Jones and Davies, qualitatively different kinds of attributions would 
be made amongst teachers from different backgrounds (say, support teacher and 
mainstream teacher); intentionality may, for instance, be attributed to a support 
teacher with a different ideological framework (as discussed by Wilson, above, p 
58) for certain difficulties within the class in the way that it might not with a 
teacher who is perceived to come from a similar ideological stable.
The model proposed here, based in attribution theory, is employed to account, in 
part at least, for the findings of the literature which has so far been reviewed. It 
will be used to generate ideas and formulate hypotheses which will be tested in 
the research which follows in chapters 6 to 10. The next chapter of the literature 
review, however, takes forward the notion of situational attribution by focusing 
on structural features of the teaching situation, and in particular the teacher's 
role.
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CHAPTER 3
OPERATIONAL STRATEGIES
Aims of chapter 3:
a) To examine key dimensions of classroom management research for 
guidelines on role delineation and definition in any operational strategies 
to be adopted by adult teams in the classroom.
b) To examine operational strategies tested by research in classrooms and 
to relate these to models tested in group-working in other, industrial or 
commercial settings.
c) To relate the efficacy of these models to key parameters of team suc-
cess which are related to the constructs and issues highlighted earlier.
The third of the questions set at the outset concerned the operational strategies 
needed to make a success of homogeneous and heterogeneous teamwork in 
classrooms. Specifically, it concerned the operational strategies which need to 
be employed in view of changes in status, role or style invoked by the presence of 
additional people in the classroom.
A summary of problems and opportunities in class teamwork
1 Problems
Much of the work already reviewed relates to the problems involved in expecting 
people to team in situations which are in some way discordant with what is 
known about conditions necessary for successful teaming. I shall briefly review
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those problems and the features of the situations which conspire against the 
success of teaming in the classroom. There appear to be a range of mismatches 
in terms of ideologies, personal or interpersonal styles, amongst adult partici-
pants. Those mismatches create stress. There are also simple definitional 
misunderstandings or ambiguities: people getting in each other's way; people 
becoming distracted by the activities of the other adults rather than focusing 
exclusively on the demands and the needs of the children; people duplicating the 
effort of others, or conversely, not doing something on the assumption that 
someone else has done it.
It appears that this cluster of factors is responsible for the phenomenon of 
diminishing returns (noted in chapter 1) wherein the allocation of additional staff 
to a project results in each person's effectiveness actually falling.
Stress engendered by teaming problems may be ameliorated by the participants' 
use of strategies to relieve that stress. (However, the working of the group may 
or may not be am eliorated, depending on the ultim ate nature of those 
strategies.) In other words, the process will lead - in an unplanned, almost ad 
hoc way - either to the development of teamworking skills, or to the increased 
isolation of the various participants. In practical terms, a new set of problems 
may emerge out of attempts to reduce stress; these are linked with the autonomy 
solutions identified in chapter 2. Such solutions include increases in i) territorial-
ity wherein team members seek to maintain their autonomy through establishing 
or reinforcing territory and minimising communication with their 'partners', and
ii) professionalism, where the issues are based on status - through crystallising or 
reinforcing one's own higher status or the lower status of others.
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If operational strategies are to be employed to facilitate teamwork they need to 
break into this cycle at the stage where participants are seeking to attenuate the 
effects of stress. The lesson from the review so far undertaken is that partici-
pants will aim to reduce stress for themselves by facilitating teamworking proc-
esses, or alternatively by actively (if implicitly) working to minimise team effects 
- in effect working to maintain their own autonomy and make the set of adults 
into simply a set of individuals working in the same environment.
2 Opportunities
Alongside the problems reviewed so far, it is possible to contrast the opportuni-
ties that arise from the presence of additional people if appropriate processes (ie 
role solutions) in teamwork can be facilitated. These include:
i) Differentiation
A centrally important opportunity arises out of the differentiation of the teach-
er's role. Thus, participants may be able to fulfil elements of the teacher's role 
which it is difficult for her to fulfil on her own given that she has to undertake a 
number of tasks and functions simultaneously - for example they may be able to 
provide far more individual help than is possible for the teacher on her own.
ii) Garification
Communication is (in theory at least) facilitated between classteachers, parents, 
ancillaries, specialist teachers and/or support service personnel when they work 
together collaboratively, rather than in separate settings.
iii) Integration
The work which specialists do is more easily integrated with the curriculum of 
the classroom and the school than if they worked on a withdrawal basis.
Chapter 3: Operational strategies Page 101
iv) Involvement
Team members (such as parents and support teachers) are more fully involved in 
the work and life of the school than if they work entirely on extra-curricular 
activities or activity which places them outside the classroom.
Factors mediating successful teamwork
The leader or 'host' in the situation (usually the classteacher) is, then, confronted 
with problems and opportunities. Whether she is able to minimise the forces ar-
rayed against the successful cohesion of teams and thus facilitate teamwork and 
take advantage of the opportunities depends on a number of factors. It appears 
to depend on the attributions she makes about the situation, which in turn rest 
upon her personality, her ability to communicate and the time available to nego-
tiate workable solutions. The strategies ultimately adopted, as seen from chap-
ter 1, may or may not be appropriate in terms of, for instance, improving role 
definition. As noted earlier (p 75) in certain educational environments, this 
question has been addressed through the allocation of specific roles and proce-
dures. The aim of the following is to determine the parameters of classroom 
organisation that have been identified by researchers in mainstream classrooms 
in order that these may be used to frame the basis of similar operational strate-
gies in the mainstream class. It is possible to construe this, following the model 
proposed at the close of the last chapter, as a framework for operationalising 
situational attributions. If participants make situational attributions, then to 
capitalise on these it is necessary to have some mechanism for analysing the 
team process and making specific its various components.
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Classroom management
Any quest for such operational strategies is destined to meet obstacles, particu-
larly if it rests upon a framework of existing classroom management research. 
Many have noted that in the 'ecosystem' of the classroom any transposition of the 
constructs and parameters determined by research is not possible. Smyth (1981), 
for instance, in reviewing research on classroom management, concludes that 
much teaching research has resulted in the issuing of 'teacher should' statements 
which may have little validity for individual teachers.
Nonetheless, a large body of literature confronts the issue of classroom man-
agement and it seems appropriate to explore this in order to meet the objective 
of investigating operational strategies. Bennett (1978) agrees with Smyth 
(above) that much observational research has provided little empirical knowl-
edge which is of practical value, but he goes on to suggest that a model which 
draws from this research and uses a small number of 'simplifying concepts' would 
be of value. If such simplifying concepts can be isolated as far as the roles which 
the teacher is fulfilling in the classroom are concerned it may assist the subse-
i
quent analysis.
Much of the literature which will be reviewed here therefore delineates features 
of the teacher's role as important to success in classroom management. In so 
doing, it differentiates aspects of the teacher's activity. It therefore enables a 
matching to take place between the various tasks of the teacher, thus delineated, 
and the contributions of any additional available personnel. A delineation of 
these tasks stresses the complexity and diversity of the roles in which teachers 
are cast; as Trendall (1989, reviewed on p 25) notes, stress in teachers is central-
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ly related to role conflict and role overload and teachers are often uncertain 
about an appropriate course of action because of the many roles in which they 
are cast.
Such delineation may offer opportunities in the deployment of additional people 
in the classroom, if, as has been noted, many of the difficulties of teamworking in 
classrooms rest upon poor (or poorly understood) role definitions. Central both 
to theoretical formulations about the effectiveness of small group work and to 
the effectiveness of existing teams in classrooms is the notion of role. If role 
definition and role understanding are this important a logical basis for delineat-
ing and framing those roles is essential to any operational strategy. Further, if 
important parts of the teacher's role as they are thus delineated prove to be diffi-
cult for the teacher to effect simultaneously, or indeed if their successful execu-
tion is mutually exclusive, there are additional benefits to be had in the in-
volvement of additional people; essentially, the teacher's task may be simplified.
Elements of the teacher's task
In his 'small number of simplifying concepts', Bennett (1978) ties together re-
search from different methodological stables in an attempt to demonstrate the 
generality of some findings. Drawing together research from Brophy, Good and 
Doyle he stresses the importance in classroom management of feedback and 
circulating. He quotes Doyle's ethnographic work which emphasises the need for 
timing and 'overlap' (ie the ability to cope with two activities at once) and relates 
this to Kounin's constructs of smoothness and momentum. These key elements 
of feedback, circulating, overlap and flow form a useful framework in determin-
ing role responsibilities of additional adult participants and are worthy of further 
examination. .  ̂ ‘
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Brophy (1982) and Kounin (1970) point to similar conclusions about the com-
plexity of the teacher's task and the diversity of functions comprising it. Kounin 
(1970) used videotaped recordings of normal elementary school classrooms to 
come to the conclusion that it was
for any one teacher, neither the degree of clarity, firmness, and 
intensity of her desist effort; nor whether she focuses on the 
misbehaviour, or on the legal activity or both; nor whether she 
treats the child positively, negatively or neutrally; makes any dif-
ference for how readily a child stops his deviancy or gets on with 
the prescribed task, (p 70)
More important than these ways of approaching individuals for the success of the 
class (in terms of children's time on task and rates of deviant behaviour) were 
the classteacher's methods of classroom management. These he summarised 
according to a number of main dimensions: withitness and overlapping, ie the 
ability to maintain smoothness in activity flow by, for instance, dealing with 
misbehaviour while not interrupting the flow of learning activity; initiating and 
maintaining activity flow - keeping the session moving along smoothly without, 
for instance, 'overdwelling' on a particular behaviour or learning point; maintain-
ing group focus by keeping the children alert to the presence of the teacher and 
accountable for their work; and avoiding satiation through showing enthusiasm 
and through maintaining variety in the content of the subject matter.
Running through Kounin's work is the notion of 'flow'. While experienced 
teachers acquire strategies for enabling them to maintain flow in a session, that 
is nevertheless an extremely difficult task. Many of the kinds of events which 
Kounin identifies as important for the teacher to respond to effectively involve 
her attending to two things at once or require her being in two places at once. In 
the understanding of classroom processes that Kounin's work facilitates is the 
realisation that a multitude of events - to which the teacher may or may not have
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to respond - are simultaneously taking place in the classroom. As such, what 
emerges is the notion that the various elements which comprise the teacher's 
role are characterised not by synchrony but rather by exclusivity: doing one more 
effectively inhibits the effective execution of the others.
If this is the case then there is a clear opportunity for the effectively organised 
use of additional help to reduce in size and scope some of these diverse de-
mands.
Further evidence as to the complexity of the classroom environment (and thus as 
to the importance of the teacher's organisation and management) comes from 
the work of Brophy (1979):
Effective teachers know how to maintain and organise a classroom 
learning environment that maximises the time spent engaged in 
productive activities and minimises the time lost during transitions, 
periods of confusion, or disruptions that require disciplinary ac-
tion, (p 2)
Brophy goes onjto say that group instruction (ie class teaching) survives because 
it is relatively easy to plan and manage. Alternatives to group instruction multi-
ply rather than diminish the kind of management problems identified by Kounin. 
In supporting the work of Kounin he goes onto say that 'good organisation and 
management is good instruction'. Here, good organisation is identified with 
m inim ising time lost, whether that is through transition, confusion or disruption. 
Employing extra people may therefore be directed toward such a goal.
Further meta-analysis of recent research by Brophy (1982) identified a number 
of features as important in classroom management, as follows: attention to indi-
vidual differences; preparation of the classroom as an effective learning envi-
ronment; organisation of instruction and support activities to maximise student
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engagement in productive tasks; developing a set of housekeeping procedures 
and behaviour rules; techniques for group management during active instruction; 
techniques for conflict resolution, and the orchestration of these elements into a 
whole. From this analysis an additional dimension emerges for an understanding 
of the working of the classroom which is of use for this research. It becomes 
clear that there are at least two necessary elements in the successful manage-
ment of the classroom (with success in these terms generally assessed on out-
come measures such as time on task and children's attainment) whose integrated 
provision it is very difficult to provide. Those two elements are individual teach-
ing and maintenance of class engagement. It would appear that at the core of 
many of the 'flow' characteristics outlined by Kounin is the development by the 
teacher of strategies to reconcile the problems which arise out of the need to be 
attending to the individual while simultaneously attending to the needs of the 
rest of the class.
Alongside these findings about group management are findings about the most 
effective frameworks for children's learning. DeVault et ais' (1977) work has 
already been reviewed. In its complex analysis of Project Follow Through find-
ings it noted that curricula which were more successful were associated with 
more small group and individual teaching. Likewise, Monk (1982) goes beyond 
the simple associations of higher engaged time/higher achievement findings to 
seek the structural arrangements in classes which underpin such findings. He 
notes, following observation in 13 classrooms, that although higher achievement 
is associated with lower teacher-child contact, the contact that children do have 
in these classes tends to take the form of small group or individualised instruc-
tion. Thus, the importance of individual teaching seems clear, but in providing it 
teachers seem to need to implement organisational procedures which 'remove'
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them from the larger demands of the class.
Reinforcing the notion that one of the most crucial yet one of the most difficult 
features of classroom management is the ability to reconcile individual teaching 
with group engagement is the research undertaken in the ORACLE study 
(Galton, Simon and Croll, 1980). Here, the identification of teaching styles and 
pupil groups (from a total of 58 primary school classes), enabled the interactions 
among these categories to be explored. Four main groups of teaching styles 
were identified and four pupil groups. As far as an extension of the insights 
which may be drawn from Brophy's work goes, it is useful to concentrate on one 
of these pupil groups and two of the teacher groups.
The group of 'intermittent workers', comprising 35.7% of the total sample of 
children, showed the lowest levels of contact with the teacher while showing the 
highest levels of contact with other pupils. They are described by the authors as 
'adept at carrying on their private exchanges with other pupils without drawing 
attention to themselves.' They spent 20% of their time in activities coded as 
'distraction' and, the authors go on, 'Most teachers while not expecting children 
to work continuously would probably agree that 20% is too high a level.' Indi-
vidual monitors (that is teachers who characteristically engage in a large number 
of brief contacts with individual children) generated the highest proportions of 
intermittent workers with on average nearly 50% of the children in their classes 
being so classified. 'Class enquirers’, however, had the lowest proportion of 
intermittent workers. Central to this strategy, though, is a high proportion of 
class teaching with little individual or group teaching.
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Incompatible elements of the teacher's role
The dilemma which emerged from Brophy's work is again evident in the 
ORACLE research. In the chosen teaching strategy teachers appear to be 
choosing to sacrifice one important ingredient of classroom activity for another. 
Choosing to give relatively large amounts of individual help has its consequence 
in the relatively low engagement of the class as a whole; on the other hand, 
those teachers who choose a strategy which enables high engagement among the 
class generally do not provide as much individual teaching. While it seems to be 
possible to compromise by using another strategy (eg that of the group instruc-
tors, who did more small group work) it is not possible to resolve the problem. 
In other words, one person cannot effectively provide individual help while 
simultaneously keeping engagement amongst the group high.
In similar findings, Bloom (1984), in an overview of research into individual 
versus group instruction, suggests that different skills are needed in teaching 
individuals and in teaching large groups; the integration of these skills is complex 
and difficult to achieve.
If Bennett's simplifying concepts are used in this context it seems that at least 
two distinct sets of difficult-to-reconcile tasks emerge: the need to teach individ-
uals, and the need to teach the main body of the class.
It is here interesting to note that in situations which have traditionally had more 
than one adult available to work in the classroom (for example as noted on p 
75), breakdown of responsibilities (where, indeed, attention has been paid to 
the question of role definition) roughly parallels that which would be suggested 
by these analyses. As already noted, in those situations, such as the day nursery
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or the school or institution for children with severe learning difficulties, analysis 
(often fairly crude) has started from the assumption that roles need to be more 
clearly defined and has moved on to determine what needs to be done, and how 
it should be done before deciding who ought to be doing it.
A note on measurement criteria
In the model which has been developed furthest, that of room management 
(discussed on p 75, and described fully in chapter 10) analysis is built on the 
tenet that maximising children's engagement (or on-task behaviour) is a funda-
mental aim of any classroom management system. Such a starting point has 
credence lent to it in Bennett's (1978) overview which indicates that total 
amount of active learning time is the most important determinant of pupil 
achievement. One of the most wide-ranging contributory studies to this conclu-
sion is that of Fisher et al (1978) in the Beginning Teacher Evaluation Study 
(BTES).
It is worth noting that there has been much criticism of research which bases its 
conclusions on associations of attainment with on-task behaviour. McNamara 
(1981), for example, argues that the research base for the time on task research 
is suspect. The thrust of his argument is based on a critique of one of the BTES 
reports by Fisher et al. He claims that correlations (albeit low at .34) between 
academic performance and time on task have only been obtained through 
trimming the samples of more and less able children. Other methodological 
weaknesses are admitted by the authors (Fisher et al). However, McNamara 
restricts his critique to only a few papers and may have restricted his analysis to 
the early, exploratory work of BTES.
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Despite these criticisms, the robustness of the associations seem well-estab-
lished: Stallings (1976) in a'major analysis of the Follow-Through programme 
found, in an investigation into the achievements of children in 273 Follow 
Through and non Follow Through classrooms, that the factor most closely corre-
lated with children's achievement was amount of time on task. In more recent 
work, Stallings, Robbins, Presbrey and Scott (1986) note that 'engaged rates are 
related solidly to achievement'.
Those who have devised models for guiding the work of additional people in the 
classroom have been influenced more by these relatively easily interpretable 
engaged-time/achievement findings than by the rather more complex findings 
relating the nature of curricula to, for instance, problem solving. (For instance, 
in the Stallings, 1976, research referred to above, certain curricula which did not 
generate high levels of on task behaviour were nevertheless associated with 
relatively high performance in non-verbal problem solving.) Thus, the limited 
amount of research which has been undertaken in this area relates the effects of 
changes in organisation following the introduction of additional people to the 
classroom to outcome measures, usually employing an index such as time-on- 
task.
Room management
Two studies already mentioned above in a different context employ constructs 
showing a remarkable similarity with those drawn from research into main-
stream classroom management. McBrien and Weightman (1980) in refining 
room management procedures, delineate three separate sets of activities which 
classroom adults fulfil interdependently: the 'individual helper' works exclusively 
with individuals; the 'activity manager' works entirely with the larger group or
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groups (depending on the organisation of the class), while the 'mover' attends to 
activity which might impede the smooth running of the class by leading to an 
interruption of the individual helper and the activity manager.
Such a system of organisation (and other similar ones such as that developed by 
Bush, Williams and Morris, 1980) is consistent with notions about the irrecon-
cilability of individual and group management activities, which can be drawn 
from the work of Brophy, and from the ORACLE research, and it finds conso-
nance in Kounin's work on the importance of flow. Thus, the main system of 
organisation developed to date - and developed in the context of environments 
outside mainstream education and drawing entirely on a research body inde-
pendent of mainstream education - suggests a way of working for additional 
personnel which would also be recommended from the mainstream research. 
That is, the maintenance of flow (embodied in the notion of a mover); and the 
separation of two sets of activities (individual work and classroom work) which 
are mutually exclusive.
The system also draws on the importance of circulating and giving feedback to 
children, other facets of the simplifying concepts noted above. Spangler and 
Marshall (1983, see also p 76) in a variant of room management delineate activi-
ties along similar continua to those already noted - providing feedback, circulat-
ing, prompting - which in turn are grouped or 'chunked' into individual or group 
activities.
Disappointingly, however, none of these studies (which have the merit of at-
tempting to seek a solution, rather than simply reflect on the difficulties) exam-
ines in any very great detail the interpersonal antecedents to the success or
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otherwise of the team. None takes the discussion forward qualitatively by, for 
instance, asking for participants' interpretations of the team process in the class-
room. The prima facie assumption has been that the mechanism of the class-
room is operating inefficiently; in order to improve its efficiency certain proce-
dures are adopted and their efficacy is measured using time-on-task.
Conclusion
A number of possible avenues are open in looking for operational strategies 
which will improve the functioning of classroom teams. Examination of the 
literature has shown that teams' difficulties can be attributed either to disposi-
tional factors or to situational factors. An examination of the latter focuses 
research interest on the structural features of the teaching situation and in par-
ticular the teacher's role.
A  number of elements can be shown to comprise the teacher's role in the class-
room. There appear to be grounds, on the basis of the evidence reviewed here, 
for believing that this role can be 'broken' into these elements. Research in 
special education has shown that if these elements are allocated to supernumer-
ary personnel in the class, there are clear benefits in terms of the working of the 
team, with the criterion of success being the engagement of the children in the 
class. «
After the initial stages of the research which is to follow, an hypothesis will be 
formulated which will enable a testing of the notion that clarifying the role defi-
nitions of extra individuals in the class will assist in the functioning of the team
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CHAPTER 4
METHODOLOGICAL ISSUES
Studying complex phenomena: competing approaches
The central subject of this study is the complexity of the interrelationships in 
classroom teams. Under scrutiny are what Krech et al (1962) have called the 
emergent processes of classroom teams, which by definition are in constant flux, 
simultaneously under the influence of a number of variables. It is useful briefly 
to set in context the methods which may be used in studying such processes. I 
shall do this by briefly examining the dominating approaches which provide the 
basis for understandings of both classrooms and schools on one side, and of the 
functioning of individuals (adults or children) within those settings on the other.
Cohen and her colleagues (1979) have shown that it is not only the micro-proc-
esses of classroom teams which are characterised by complexity but that the 
organisation within schools, notably the teaming arrangements among teachers 
and other personnel, become more complex as the activities in the surrounding 
environment become more complex. Where these very complexities are the 
subject for study, it is appropriate that the methods of analysing the processes 
taking place therein adopt an appropriate form - one which is able to address, 
assimilate and explicate this complexity.
A perceived inability to divide complex phenomena into discrete units for indi-
vidual study has meant that many fields, including psychology, sociology and 
education, have increasingly sought new and sophisticated methods of analysis -
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methods which are able to address the very complexity that traditional methods 
shy away from in their efforts to isolate singularities (see Thomas, 1985). For 
example, the systems movement pioneered by Bertalanffy (1950) has provided 
insights for fields as diverse as biology, computer science, management, engi-
neering, and, latterly education (see, for instance, Checkland, 1981).
Many in the field of education have eschewed the insights offered by alternative 
means of researching into complex questions, tenaciously preferring to rely on 
more familiar paradigms for focusing processes, problems and solutions. But 
while there has been a move toward illuminative enquiry via, for instance, 
symbolic interactionism as means of explicating the increasingly complex and 
diverse ways in which people organise themselves and negotiate their roles in 
relating with one another, research based on such perspectives is still regarded 
as 'soft' by many educational researchers who cling to the notion that the only 
kind of meaningful research is research which is rooted in what Parlett and 
Hamilton (1972) call 'the agricultural-botany paradigm'. (Experimental psychol-
ogy and its use of statistics took shape in the 1930s following Ronald Fisher's 
work with agricultural botanists.) By this paradigm they are referring to research 
which will yield 'objective' numerical data which will permit statistical analyses. 
The distaste for anything less than objective data and experimental research is 
well exemplified in a quotation from Gilbert, Mosteller and Tukey (1976):
Ethical justification for failing to make a randomised trial [com-
parison of new and old, or new and null treatment] is never easy 
and often impossible. Inadequately evaluated programs can usual-
ly be regarded as 'fooling around' with the people involved, (p 
296)
However, Parlett and Hamilton note the shortcomings of this paradigm  by out-
lining the following points. First:
Educational situations are characterised by numerous relevant 
parameters. Within the terms of the agricultural-botany paradigm
Chapter 4: Methodological issues Page 115
these must be randomised using very large samples; or otherwise 
strictly controlled. The former approach entails a major data 
collection exercise and is expensive in time and resources . . The 
latter procedure - of strict control - is rarely followed. To "attempt 
to simulate laboratory conditions by 'manipulating educational 
personnel' is not only dubious ethically, but also leads to gross 
administrative and personal inconvenience. Even if a situation 
could be so unnervinglv controlled, its artificiality would render 
the exercise irrelevant, (p 8)
Second, they say, before and after research designs assume little or no change in 
the subject under study during the period of the study. However, it has to be 
said that this in no way describes all experimental interventions, and much work 
in behavioural psychology, eg that of Jones (1974) - contemporaneous with that 
of Parlett and Hamilton, has addressed this issue with the aim of analysing data 
from ideographic research. .
The third, fourth and fifth objections raised by Parlett and Hamilton essentially 
reduce to one: the fact that in 'artificially and arbitrarily' restricting the scope of 
the study much relevant information may be lost, particularly that which comes 
from the reflections of the participants in the study.
In short, methods of enquiry which are part of a tradition rooted in positivism 
are, many would say, unlikely to be adequate to make an explication or even a 
definition of the kinds of processes to be recognised and understood in the class-
room teams under study. If, as Popkewitz (1984) suggests, our paradigms pro-
vide lenses for illuminating the processes which surround us, traditional para-
digms may distort our understanding by over-simplifying it.
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The competing methodologies in relation to study of groups
Much of the traditional research into groups and teams was framed at a time 
when people fitted into institutions, rather than institutions adapting to their 
personnel - when McGregor's (1960) Theory X (the idea that people are at root 
work-shy and need to be forced or cajoled to work) had not given way to Theory 
Y (the idea that people will enjoy work and work well if the conditions are right, 
and if they feel they belong). As X gives way to Y, as the pervasive power of 
institutions, organisations and other structures gives way to the increasing power 
of smaller autonomous collections of people, including the teams of classrooms, - 
as the notion of top-down gives way to the notion of bottom-up - so the nature of 
more traditional kinds of enquiry involving experiment are seen to be limiting or 
even distorting. The displacement of system-led phenomena by phenomena 
which are constructed out of negotiations among participants in complex net-
works has to be reflected in appropriate methods of enquiry, methods which 
explore the very richness and complexity which experimental-analytic method 
would, on its own, attempt to simplify.
Toffler (1985) predicts that these organisational changes that are occurring are 
characterised, as I have noted, by far looser relationships among people, and will 
be marked by what he calls ad hocery. In other words, the sharp managerial and 
procedural lines drawn in many organisations, including schools, will become 
increasingly blurred. The neatness of these lines at one time may have disposed 
researchers to believe that research using traditional methods would have been 
appropriate for the explication of processes drawn within them. But the new 
blurring of these lines - the ad hocery that increasingly exists - presages the 
demise of the kind of tidy-mindedness which gives rise to a requirement for 
theory and hypothesis in educational research. If in 'harder* fields scientific
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advance is now seen not so much resting in strict adherence to the progeny of 
positivist method but rather in a 'series of non-cumulative developments' (Kuhn, 
1970) or, as Quinton (Magee, 1982) puts it, in 'the piecemeal dissipation of 
confusion' we should in education be less self-conscious about departure from a 
self-imposed attachment to this methodology. The search for tidy theory and 
neat experiment is perhaps misplaced. Indeed, Glaser and Strauss (1963) in 
sociological analysis concur with this view in saying that theory should be seen as 
a process, 'that is, [we see] theory as an ever-developing entity, not as a perfected 
product' (p 32). This, essentially, is the view taken in shaping the central re-
search of this thesis.
Alternative methodologies
Another set of difficulties confounds the researcher in the human sciences, and 
that is concerned with the fragility, or sensitivity to observation of the subjects 
under study. The possible influence of the researcher and the investigation itself 
on the group under study has been well-recognised since the time of the Haw-
thorne study (Roethlisberger and Dickson, 1939, reviewed in Tajfel and Fraser, 
1978, p 218).
However, it is only recently that such effects have begun to be taken seriously by 
natural scientists, as the phenomena they study become increasingly transitory, 
fragile or in other ways susceptible to observation and measurement. Recent 
years have seen a developing interest in the effects of observation in these 'hard' 
sciences that behaviourism and functionalism originally sought to emulate. 
Thus, the physicist Stewart (1990), for example, talks of 'quantum indeterminacy' 
in explaining the fact that events such as the decay of the radioactive atom are 
now held to be determined by chance, not law. In the context of the recent
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interest in the mathematics of chaos he draws also upon Heisenberg's Uncertain-
ty Principle to note that in doing research we change the very subjects of our 
observation.
Whatever the validity or correctness of Stewart's conclusions, it is at least worth 
noting that even the 'hard' scientists who were the role models for the experi-
mental-analytic tradition in the social sciences are now concerning themselves 
with doubts about the validity of the search for natural laws and about the effects 
of experimentation on the subject of study.
If the arguments for mistrust in the traditional methods of enquiry are seen to 
exist in an orthogonal relationship, a clearer distinction between them can be
made, as shown in Figure 6: .
Figure 6
The relationship of complexity and fragility as 
features of subjects of study
i • - .
Fragile ’ • • * l . <
Simple
■ : . t
Complex
Robust
*. I am indebted to Dr Stephen Fearnley for drawing my attention to the discrete nature of these 
dimensions and suggesting their orthogonal relationship.
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Thus, many trad itiona l na tu ra l science experim ents would 
be placed somewhere in the bottom left quadrant, while those of quantum phys-
ics, and perhaps certain areas of experimental psychology would be in the top 
left. Certain engineering investigations might appear in the bottom right. 
However, it is in the top right, where both complexity and fragility are at play, 
that any investigation into the working of classroom teams would have to be 
placed. This combination of complexity and fragility calls for a variety of 
methods and instruments.
Popkewitz locates the origins of the current argument over the validity of com-
peting paradigms in educational research in the historical emergence of the 
behavioural sciences from the philosophies and psychologies of Hobbes, Locke 
and Mill, whom, he contends, sought to explain and justify the rise of the bour-
geois class: 'As did Locke, the behavioural sciences consider human nature 
unalterable and seek to manipulate the environment in which that nature devel-
ops' (p 5).
The link is tenuous; a more cogent argument might locate the emergence of 
behaviourism more validly with the rise of logical positivism and rejection of 
mentalism at the turn of the century and the contemporaneous kudos attached to 
the remarkable advances in the natural sciences. The willingness - exemplified 
here by Popkewitz - to force links with wider political movements perhaps has 
laid the foundations for what now often appears to be an adversarial contest 
rather than a reasoned debate about the relative merits of different methodolo-
gies in educational research.
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Although Popkewitz continues to insist on pressing the notion that the emer-
gence of paradigms in educational research are reflections of contemporary 
visions of human affairs, he does, in so doing provide some compelling argu-
ments for adopting a different world-view - and the set of research procedures 
which accompany it - for looking at the kinds of processes with which this thesis 
is concerned. He says that
symbolic sciences view human behaviour as fundamentally differ-
ent from the natural biological world. The importance of commu-
nication processes among people and the development of meaning 
among actors in a situation are emphasised. Symbolic sciences, 
while also responding to the emergence of a middle class, are 
concerned with human responsiveness and adaptiveness, (p 6)
He goes on to assert that the 'rationality of science is socially constructed and 
cannot be demonstrated by the ordering of concepts and beliefs into tiny struc-
tures'. Despite the irritatingly repeated insistence on a sociological interpreta-
tion for doubts about the validity of traditional method, the logic for a search for 
alternatives is strong and there is at least a prima facie case to be made for 
suggesting that the interpretive enquiry is an analytical form appropriate to 
understanding classroom teams.
Behaviourism and structural functionalism, then, the traditions which have been 
dominant in psychology and sociology respectively, owe their methodology and 
their world-view to the common root of logical positivism. It is useful perhaps to 
reiterate this parallel at this stage (viz. considering research that has been under-
taken into the functioning of people working together in groups and classroom 
groups) given that most of the research already reviewed, with notable excep-
tions eg Bate (1984, reviewed on p 26) or Clifton and Rambaran (1987, reviewed 
on p 66), is conducted within these traditions, with all the assumptions and 
presuppositions about organisations and people working within them that such a 
perspective carries. In contrast to this approach, as already indicated, is a de-
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veloping body of knowledge based on symbolic interactionism. Popkewitz (1984) 
summarises the stance of researchers taking a perspective based on symbolic 
interactionism thus:
Ethnomethodologists and symbolic interactionists argue that 
conventional approaches to schooling either ignore or obscure 
significant questions about the implications of the social relations 
and communication patterns produced in institutions, (p 89)
Given that these social relations and communication patterns are at the heart of
this thesis, this is clearly of some significance. Arguing from within psychology
rather than sociology, Bannister and Fransella (1986) make a similar point about
the dynamic nature of the individual, shaping events, rather than simply being
shaped by them:
Psychologists are edging towards a more humanistic vision of 
persons as active and creative, as agents in their own right, not 
simply as responders to stimuli, (p viii).
Popkewitz continues:
They [interactionists] emphasise the autonomy of the individual, in 
that one's actions and thought are not determined by agencies or 
causes outside one's personal control. They believe in the ability 
of individuals to expand upon their nature through active involve-
ment in daily discourse. Morality and ethics are derived from 
individuals, with disparate groups giving substance and form to the 
social contract, (p 97)
By contrast, more traditional perspectives 'seek to locate structural restraints 
that limit the individual in society.' (ibid, p 97). The implication is that any 
explanation about the working of classroom groups will usefully be based in an 
exploration of this discourse.
All this implies that there has been a parallel shift in perspective in theories of 
organisation in recent years and McGregor’s work has already been mentioned. 
More recently, Scott (1983) notes the contrast between these perspectives in the 
following way. He notes that in the traditional model it was assumed that:
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variations in the way that organisations are structured were likely 
to have substantial consequences on the way that work was done.
(P 13)
Scott goes on to assert that organisations cannot be viewed in this way; it has, he 
suggests, been discovered that many administrative arrangements have no 
impact on the activities of the organisation. The commonsense view that organi-
sational arrangements profoundly affect the behaviour of the organisation's 
members is, he says, based on rational myth. Rather, he sees institutional envi-
ronments determining organisational structure. Rules, belief systems, and rela-
tional networks - which will surely exist in an especially fragile form in classroom 
teams - comprise these environments; they determine purposes and then specify 
what activities are to be carried out and the kind of actors required to achieve 
them.
Shulman and Carey (1984), in a comprehensive review article about educational 
methodology specifically draw on the case of team teaching as one which 
demonstrates how unamenable education is to the methods of the natural 
sciences and psychology. They focus on team teaching as an example of the kind 
of practice which merits a different kind of analysis from the one (positivist) 
traditionally used in education. They say that 'attempts must be revised for 
understanding the failures of team teaching and other strategies for rendering 
teaching a less isolated, more collaborative exercise.'
Alternative methodologies and social psychology
The study of teams and the interactions of their participants falls most obviously 
into the area of social psychology. It is interesting to note that Secord (1986) as 
one of the principal voices in the field of social psychology articulates many of 
the arguments already presented as dominating the wider debate about method-
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ology in the social sciences. He draws a distinction between two branches of 
social psychology - psychological social psychology (PSP) and sociological social 
psychology (SSP). He proceeds by noting that PSP adopts a predominantly 
positivist stance, concentrating on isolating variables and constructs such as role, 
status and group satisfaction; latterly, this interest has been superseded by inter-
est in individual behaviour and mental processes. By contrast, SSP adopts a 
more holist stance, seeing behaviour as structured by the societal context. What 
is at issue, says Secord, is the same long-standing debate over methodological 
individualism and holism applied to history and the social sciences.
Secord goes on to note that PSP has been dominated by one approach, while 
SSP is split into opposing camps, for example, those of symbolic interactionism 
and ethnomethodology.
The tension which exists because of different underlying fundamentals is appar-
ent in attempts at resolving the apparent conflict of the different paradigmatic 
perspectives: in Neofunctionalism Alexander (1985) sets out the arguments for a 
modified functionalist position taking account of the developments in functional-
ist theory over the last twenty years or so.
The 'staying power' of the methods of PSP may lie in their consistency, although 
PSP has evolved with changes in the mainstream of psychology, to become more 
cognitively oriented. Thus, Secord sees Heider's (1958) advances, for example 
into attribution theory, as a major marker in this process, and attribution theory 
has been (see p 94), and will be, drawn upon in this study. However, he notes 
that despite the search for cognitive processes, language has been neglected as a 
topic for investigation by this branch of PSP. The significance of language to the
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meanings human beings create in their social lives, in teams or anywhere else,
has relevance also to the more fundamental nature of social enquiry and social
study as science, discussed above. Wittgenstein came to view human discourse
as set within a series of language 'games', in which the rules of the game were
constantly being reformulated by the participants; one has to understand the
context and the rules of each game before being able to illuminate the meanings
therein. Quinton (in Magee, 1982) sums it up thus:
Wittgenstein's theory of action seems to imply that there can be no 
social and human sciences which use methods parallel to those of 
the natural sciences. Instead the study of man and society has to 
be interpretative in character . . .  the form of social life being 
studied is, one might say, language-impregnated. Wittgenstein 
insisted that languages themselves are 'forms of life', (p 92)
The importance of language to the subject of study of this thesis will be taken up 
later in this section. Appropriate methods for explicating the meanings which 
inhere in the discourse which frames the kind of personal encounters which 
comprise classroom teams will be discussed. Appropriate methods for eliciting 
accounts about such discourse will be discussed in each of the pieces of research 
undertaken.
Returning to SSP, Secord discusses its 'camps'. He notes that symbolic interac- 
tionists argue that researchers need to become participants in the activities 
under study to understand them. Scientists must interact with those who are the 
subjects of study, and must familiarise themselves, through such participation 
with situationally generated meanings. He interprets their position as being that 
'the scientist cannot be an outsider, cannot remain aloof from the world ob-
served' (p 144). However, while symbolic interactionists see such meanings as 
socially constructed and framed within larger wholes and sets of rules, the 
ethnomethodologist sees each situation as unique and problematic (the concept
O iapter 4: M ethodological issues Page 125
of indexicality) and needing on-site explication of those meanings.
Allied with the ethnomethodologists' stance is a view which places great empha-
sis on accounts as forms of explanation. Such an approach has been called 
ethogeny (Harrfeand Secord, 1972). Secord says that 'the profound significance of 
explanatory accounts is typically missed by psychologists and social scientists 
whose thinking is grounded in logical empiricism' (p 155). He goes on to estab-
lish the common ground between ethogeny and ethnomethodology noting the 
range of techniques associated with the ethogenic approach. A body of re-
searchers strongly influenced by ethogeny are doing research under the rubric of 
situated action. The ethogenic approach and its associated techniques can 
perhaps be seen as adopting a position intermediate between that of the ethno-
methodologists and symbolic interactionists. Its value to this research will be 
explored further in coming chapters and certain of its techniques adopted.
Methodology and ecological psychology :
Secord avers that both PSP and SSP (in its various forms) cannot connect the 
action of individuals to the larger society in the way that psychological sociology, 
most notably in the work of Luria, or ecological psychology have attempted. He 
sees no reason why individuals should not be seen constructing a social situation 
while at the same time being constrained by that very situation. The views of 
ecological psychologists are of interest not simply in the influence of these wider 
connections, but also in their views on methodology.
Thus, Bronfenbrenner (1979), as one of their foremost proponents, discusses 
method from the point of view of developmental psychology, but his arguments 
are equally valid to the study of teams. He says that laboratory studies sacrifice
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to o m u c h t o g ai n e x p eri m e nt al c o ntr ol a n d a n al yti c ri g o ur; t h e y l e a d t o t h e 
s ci e n c e o f str a n g e b e h a vi o u r i n str a n g e sit u ati o n s. H e b eli e v e s w e n e e d t o 
o b s er v e b e h a vi o ur i n n at ur al s etti n g s o v er pr ol o n g e d p eri o d s of ti m e a n d off er s a 
c o n c e pt u al fr a m e w or k f or a n al y si n g t h e l a y er s o f t h e e n vir o n m e nt t h at h a v e 
i nfl u e n c e o n b e h a vi o ur. H e e m p h a si s e s t h e i m p ort a n c e n ot o nl y of p e o pl e' s 
i nt er a cti o n s wit h o n e a n ot h er (i n his c as e, c hil dr e n) b ut als o t h e i nfl u e n c e s of t h e 
l ar g er e n vir o n m e nt. C ult ur e a n d s o ci et y ar e vi e w e d a s a s et of i n str u cti o n s f or 
h o w s etti n g s ar e m a d e i n a v er y si mil ar vi e w t o t h at of t h e s y m b oli c i nt er a cti o n- 
ists.
H e s e es e c ol o gi c al e n vir o n m e nt s c o m p os e d of mi cr o- m e s o- e x o- a n d m a cr o s ys-
t e m s. A mi cr os yst e m is a p att er n of a cti viti es, r ol e s a n d i nt er p er s o n al r el ati o n s 
of a n i n di vi d u al i n a gi v e n s etti n g. A m e s o s y st e m is a s y st e m o f mi cr o s y st e m s. 
A n e x os yst e m is a s etti n g w h er e t h e i n di vi d u al is n ot i n v ol v e d b ut w h er e e v e nt s 
o c c ur t h at aff e ct or a r e aff e ct e d b y t h e i n di vi d u al' s s etti n g. A m a cr o s y st e m 
c o m pri s e s b eli ef s y st e m s or i d e ol o g y t h at str u ct ur e ot h er l o w er s y st e m s. T hi s 
m o d el of s y st e m s wit hi n s y st e m s is a u s ef ul v e hi cl e f or u n d er st a n di n g t h e cl a ss-
_ . . .  i. , i ■
r o o m t e a m a n d will b e dr a w n u p o n i n t h e r e s e ar c h.
S o m e h a v e s u g g e st e d ( B or g a n d G all, 1 9 8 3) t h at q u alit ati v e m et h o d s a r e v al u-
a bl e o nl y i n s o f a r a s t h e y i s ol at e v ari a bl e s f o r l at e r a n al y si s b y e x p eri m e nt. 
Br o nf e n br e n n er t a k e s t h e c o n v ers e vi e w:
t h e e x p eri m e nt al m et h o d is n ot o nl y i n v al u a bl e f or t h e v erifi c ati o n 
of h y p ot h e s e s; it is e q u all y a n d p er h a p s e v e n m or e a p pli c a bl e t o 
t h eir dis c o v er y, ( p 2 0)
H e g o e s o n t o di s c u s s n ot j u st t h e v ali dit y o f q u alit ati v e m et h o d, b ut al s o ot h er 
f or m s of e x p eri m e nt al a n al ysis:
I d eli b er at el y e s c h e w t h e t e r m' q u a si e x p eri m e nt' b e c a u s e it s u g- ;
g e st s a l o w er l e v el of m et h o d ol o gi c al ri g o ur, a n i m pli c ati o n I
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regard as unwarranted on strictly scientific grounds. There are 
instances in which a design exploiting an experiment of nature 
provides a more critical contrast, insures greater objectivity and 
permits more precise and theoretically significant inferences - in 
short is more elegant and constitutes 'harder' science - than the 
best possible contrived experiment addressed to the same research 
question, (p 36)
He proposes that experiments be employed not for the usual purpose of testing 
hypotheses but for heuristic purposes - namely, 'to analyse systematically the 
nature of the existing accommodation between the person and the milieu . . .  the 
purposes of the ecological experiment becomes not hypothesis testing but discov-
ery'($37).
He says that his own methodology is somewhat different from that of Barker and 
his colleagues. Barker concentrates on the process of interaction rather than its 
content. Bronfenbrenner looked at activities in terms of content, complexity and 
interpersonal structure for implications in terms of curriculum etc.
The interest in Bronfenbrenner's ideas comes also from his reputation as a 
successful ’hard’ scientist. Evaluating the progress made by traditional methods, 
and finding them wanting, he seeks alternatives. In a field fairly distant from 
that of SSP, and between which there is little contact in terms of developing 
methodology, very similar views are evolving.
Methodology and language
One of the strengths of both symbolic interactionism and ethnomethodology
(and perhaps also ecological psychology), according to Secord, is that they have
grasped the importance of language in human action. (Wittgenstein would no
doubt have approved.) Although behaviour in groups and teams is richly im- 
• . . » 
pregnated with language, traditional PSP studies, in common with the structural-
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ist-functionalist branch of SSP, do not characteristically permit the individuals 
under study to speak freely about their experiences. Secord might as well have 
included construct theory among those models which have grasped the impor-
tance of language; Kelly (1955), concerned about the links between perception 
and behaviour, suggested that people look through templates which are created 
and then fitted over the realities of which the world is composed. He called 
these templates constructs, seeing them as people's ways of construing the world. 
We can gain access to these ways of construing via people's own accounts. This 
notion of elicitation of constructs is central to his philosophy and at variance with 
many of the techniques which have been built around construct theory, which 
rely on a superimposition of these constructs. The methods to be used in this 
research are, by using participants' own verbal accounts, congruent with Kelly's 
thinking and also congruent with those models noted by Secord.
It is in this last respect that the disjunctions between the various approaches 
have most significance for the study of classroom teams. If an aim is to unravel 
and understand the constructs being employed by participants in formulating 
teams, then the instruments traditionally employed by PSP, including the reper-
tory grid analysis of construct theory, are less adequate than they might be. The 
methods of SSP, including accounts, interviews and participant observation 
provide powerful means for gaining insights into these processes, and should be 
drawn upon.
The notion of research design
There is a corollary to the debate on competing methodologies. This is con-
s '  - '
cerned with the understanding and use of the notion of design in research. 
Burgess (1984) makes it clear that many presentations of educational research
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are misleading, suggesting, as they do, a linear process with a beginning a middle 
and an end. He says that the reality is far more complex than the presentation 
suggests; social research is not just a question of neat procedures but a social 
process whereby interaction between the researcher and the research directly 
influences the course that the research programme takes.- The design of the 
current research, comprising in large part qualitative study, conforms to the 
description given by Burgess. The temporal sequence of field study and analysis 
envisaged at the outset is confounded both by the exigencies of the real world of 
schools, and by the fact that findings and analysis are being made continuously. 
To this extent the design is emergent and developmental, continually in the 
process of revision in the light of new knowledge and understanding.
Sadler (1984) summarises the advantages and disadvantages of emergent design 
neatly. He says that a design is said to be emergent if the plan for collecting the 
data depends on the data already gathered. The plan changes in response to 
incoming information, and he quotes Cronbach (1982) as saying that emergent 
design is evaluation at its best. However, there is the risk that 'rolling with the 
punches' may produce research which is compliant, opportunistic or unscientific. 
I take the view that the question of 'compliance' rests in the purpose of the 
research - there can be no question of compliance if those who are the subject of 
study have no interest in the outcome of the research, as they might in a funded 
evaluation study. The charge of opportunism can be met by showing that the 
study maintains the integrity laid down by the theoretical and structural parame-
ters established at the outset. On the last point, I cannot see how a study can be 
called unscientific simply on the basis of an emergent design; whether or not 
work is scientific rests, as I shall show below, on factors unrelated to the rigidity 
of the design.
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Employing more than one methodology
The view I take is that while the paradigmatic perspective indeed creates a form 
for thought and that this form is important for our understanding of the process-
es I wish to explicate, it should not assume an unwarranted significance. Indeed, 
as far as the understandings which are required by this research are concerned, it 
appears that both of the broad traditions I have outlined, together with their 
offspring in psychology and sociology, offer insights which are of importance. 
While on the one side it is undeniable that institutional structures constrain or 
facilitate certain ways of behaving, it is nevertheless the case that within these 
broadly set parameters participants negotiate roles and ways of behaving and
• "  t
communicating.
Resolution of methodological differences has become an insistent theme recent-
ly: McCracken (1988) traces - as so many have done - the original differences to 
tensions in the competing philosophical and methodological traditions which 
have vied for supremacy in education. He calls these the 'donor social sciences' 
and calls for 'ecumenical cooperation' between them. However, in his discussion 
of the topic his use of terms such as 'the winter of positivism' suggest that he is 
perhaps not looking so much for reconciliation as understanding by experimental 
researchers of the qualitative position. Cronbach (1987) also argues for a recon-
ciliation between the ideological camps, suggesting that a division has been 
engendered on the one hand by the 'scientistic ideal' and on the other by the 
'humanistic ideal'. He notes that writers at the humanistic extreme find experi-
ments unacceptable and that they see naturalistic case studies as the panacea. 
He finds their tone provocative, and suggests that extreme statements by the 
proponents of either school imply greater conflict than actually exists. He sug-
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gests that we move beyond 'qualitative versus quantitative methods' and argues 
for multiple method approaches, as indeed, some interactionists have argued for.
Interactionists such as Denzin (1970) appear to be arguing for much the same in 
the principle of triangulation whereby problems of validity and reliability in 
naturalistic research are compensated for by blending such methods with other 
methods in order to minimise 'sources of invalidity'. There is, in any case, some 
inconsistency in the literature about the use of the term 'triangulation’: Cohen 
and Manion (1985) define it as 'the use of two or more methods of data collec-
tion in the study of some aspect of human behaviour’ (p 254) while Elliot and 
Adelman (1976) define it as 'gathering accounts of a teaching situation from 
three quite different points of view; namely those of the teacher, his pupils and a 
participant observer' (p 76). Burgess (1984) discloses the ambiguities when he 
says that the term not only refers to the combining of methods of investigation 
but also a number of data sources or a number of accounts of events.
As far as triangulation as the mixing of methods is concerned, Silverman (1985)
sees such attempts as symptomatic of strains within interactionism:
To see encounters [such as interviews and accounts] as potentially 
invalid is to impose a positivist framework upon an interactionist 
perspective. Either interviews are situated encounters where what 
is said makes sense only in context, or they are simply research 
instruments designed to get at facts which are context free, (p 163)
He contends that those who advocate triangulation are arguing in theory for one 
position, but in practice rejecting it. Glaser and Strauss (1963) make a similar 
point when they say that some sociologists continue to use the 'verification rheto-
ric' (p 16) in talking of qualitative data.
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It seems to me that such ideological purity is misplaced. In the area of classroom 
teams the notion of complementarity of research method is important; one 
method will be appropriate for one question, and another for a different ques-
tion. Cronbach (1987) has noted that data developed from different kinds of 
studies should not be viewed as orthogonal, but rather as interactive; data from 
different kinds of study ought to be able to feed each other in order to identify 
further questions or areas for revision. As Eisner (quoted in Borg and Gall, 
1983) puts it:
It is to the artistic which we must turn, not as a rejection of the 
scientific, but because with both we can achieve binocular vision. 
Looking through one eye never did provide much depth of field, (p 
29)
Different methodologies as science
Popkewitz at least notes that the purpose of symbolic and empirical-analytic 
science is the same, namely to develop theories about social affairs. But, he goes 
on
The notion of theory, however, shifts from a search for lawlike 
regularities about the nature of social behaviour to the identifica-
tion of the social rules that underlie and govern the use of social 
facts, (p 12)
He gives legitimacy to this search for similarity and the subsuming of qualitative 
method under the term 'science' by setting the discussion in the context of Kuhn's 
(1970) notion of paradigm shift. There is perhaps, though, only a certain extent 
to which paradigms can shift if they are to retain credibility as representations of 
science. Kuhn, after all, brought attention to paradigm existing as a set of 'rules 
of the game', noting that science has emotional and political as well as cognitive 
ingredients. But certain ways of thinking are simply not scientific; as Russell 
(1961) notes:
'When we ask 'why?' concerning an event, we may mean either of 
two things. We may mean: 'What purpose did this event serve?' or 
we may mean 'What earlier circumstances caused this event?' The
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answer to the former question is a teleological explanation, or an 
explanation by final causes; the answer to the latter question is a 
mechanistic explanation. I do not see how it could have been 
known in advance which of these two questions science ought to 
ask, or whether it ought to ask both. But experience has shown 
that the mechanistic question leads to scientific knowledge, while 
the teleological question does not. (p 84)
Clearly in the kinds of interpretations which qualitative methods seek there may
be the search for such purposes. If so, their case to be subsumed as science may
well not be proven. As Russell (1931) says elsewhere in comparing the nature of
scientific discourse with alternatives:
Galileo [as one of the first representatives of scientific method] 
could have said with truth that he knew something, but he knew he 
knew little, while his Aristotelian contemporaries [as representa-
tives of deductive scholarship] knew nothing but thought they knew 
much, (p 91)
In other words, it is only by restricting one’s focus and by 'observation of particu-
lar facts to the establishment of exact quantitative laws, by means of which future 
particular facts can be predicted' (ibid) that science is constituted. Qualitative 
scientists may, however, take comfort from more recent ideas on what consti-
tutes science. Thus, Russell's ideas are added to by Popper (1972):
Those among our theories which turn out to be highly resistant to 
criticism, and which appear to us at a certain moment in time to be 
better approximations to the truth than other known theories, may 
be described, together with the reports of their tests, as the 
'science' of that time. Since none of them can be positively justi-
fied, it is essentially their critical and progressive character - the 
fact that we can argue about their claim to solve problems better 
than their competitors - which constitutes the rationality of 
science, (p vii)
In line with this, Secord (1986) suggests that contemporary philosophy of science, 
influenced by intensive historical examination of how scientists work, views 
theory as a set of working propositions that may contain concepts far removed 
from observation. 'Theories are not refuted or confirmed; they function as a 
rationale or framework for research investigations' (p 131). Thus, as I make
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clear in the following section, the theories drawn on in the research which fol-
lows are employed as frameworks in the way that Secord suggests.
There would seem to be much in the need for a variety of methods to enlighten 
the topic, to produce a synthesis which has some utility for assisting in under-
standing the processes which are taking place when people work together - in 
this case in the classroom. Rather than attempting to employ a method or 
methods consistent with any one of the paradigms discussed here, a variety of 
methods, each one amenable to tapping a particular subject matter, will be used. 
In that both qualitative and quantitative data will be employed a triangular 
technique is being adopted. Secord neatly sums up the argument for marrying 
methods:
Thus if a mature science is to be socially useful, it must transcend 
competing paradigms by developing theory that embraces them 
despite their apparent incongruence, and it must be in touch at a 
tacit level with effective social structures that theory may not yet 
have grasped, (p 161)
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CHAPTER 5 
RESEARCH DESIGN
This chapter is concerned with the methods to be employed and their interrela-
tionship: the design of the research.
The prima facie issues outlined at the outset concerned:
1) the dynamics of the class and the alterations which occur on the introduc-
tion of other adults; the nature of the loosely-formulated classroom team;
2) the status of the teacher in her work with other adults in the classroom in 
a situation which challenges traditional assumptions about her autonomy,
3) the impact of teaming on the role of the teacher and her style of work;
4) the formulation of the roles of participants other than the teacher; the
development of their roles in a situation which provides little in the way 
of role definition; > , :
5) the operational strategies which need to be employed by classroom teams.
In order to explicate these issues in the fullest context it is necessary to have
information on a number of secondary-level questions: , ,
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1 To what extent is the move of extra people into classrooms occurring?
2 If extra people are moving into classrooms, what problems have been 
experienced and how have these problems been perceived and defined by 
the various classroom participants?
3 If there are problems emerging, are there accounts of strategies which 
have been employed in successfully overcoming them?
It is now possible to refine these issues in the light o f the research reviewed in chap-
ters 1, 2 and 3, and in the light o f the various models which may be used to interpret 
that research.
Much of the research reviewed so far relates to the roles people fulfil in small 
teams. This notion of role is central to the classroom teams under study. In such 
teams, role definitions are, it seems, often only loosely defined or absent alto-
gether. Research appears to indicate that in such a vacuum, or when there are 
other sources of role tension, team participants will seek a) to define roles for 
themselves and b) to ameliorate that tension by a variety of strategies., The 
research further suggests that clear definition of roles will assist team partici-
pants and shape positively the process by which the team culture, is established. 
Classroom research indicates that there exist clear guidelines by which such roles 
may be defined in the classroom.
The design of this research is therefore centred around the notion of role: I shall 
examine role and its existence and nature at the outset in the new teams; its defi-
nition by participants; the transformation of these definitions by participants and
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the construals and attributions they use in making those transformations; the 
process by which such construals transform the original ideas and the effects this 
may have; the extent to which clear role definition at the outset can support the 
team process. This broadly corresponds to three stages in the research:
Stage one  i.
The first and most unproblematic area for research relates to the first of the 
secondary level questions, namely, the extent to which teamwork in classrooms is 
actually happening. This research rests on the assumption that informal teams 
are working in classes to a far greater extent than ever before, yet no research 
exists in this country directed toward assessing the extent of this trend. A review 
of the literature produced only patchy information, with the most substantial 
research on amounts of teamwork coming from the area of parental involve-
ment, though even here information on the extent to which the trend is occurring 
is tangential to other information. The extent to which others - support teachers, 
welfare assistants, ancillary helpers - are involved in classrooms has not been 
examined at all in UK schools. The dearth of knowledge about the extent of 
adult participation makes one of the first tasks of this thesis to ascertain how 
many other adults are involved in classrooms, what their status is, how often they 
are involved, and what kinds of activities they do when they are there. Survey is 
the most appropriate means of accessing this information. In order to obtain 
data which will yield information on a number of variables and their interrela-
tionships, particular survey methods will be employed and these will be discussed 
later.
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Stage tw o ■ •
Issues 1 to 4 above concern the dynamics of the new teams and the status and 
role of the teacher in her relationships with others in these teams. These take 
me to the second broad element of this research. The literature already re-
viewed enables me to frame those issues in the context of relevant models and 
theories, and, further, to test ideas against those theories. From chapter 1 came 
the notion of roles existing as both structural variables and emergent processes. 
Thus, roles as they are originally and logically defined in the classroom exist as 
structural variables which will, together with other variables (not examined in 
detail here) such as the perceived nature of the task and the physical setting, 
determine the nature of emergent processes to generate what I shall call emer-
gent roles. The means by which roles are defined and the nature of their 
transformation will be examined through the use of account-based data, through 
participant observation and through analysis of semi-structured interviews. The 
notion of roles being defined, understood and transformed by participants is 
consistent with the views and methods of ethnomethodologists and those of the 
ethogenists. Thus Secord says that:
What underlies both perspectives [ethnomethodology and ethoge- 
ny] is an appeal to rules and convention, sometimes encapsulated 
into roles. Roles are normative and involve consensus across a 
wide spectrum of society. . .  But the ethnomethodologists in par-
ticular stress tacit practical rules that help individuals in interac-
tion to put a construction on the local situation. They make much 
of the idiosyncratic nature of situations and the repeated construc-
tion of their meanings in new forms from day to day. (p 157)
The notion of the centrality and importance of such personal definitions and 
categories may seem to sit rather uneasily with the idea that research follows as 
a logical progression from the literature review, which might be seen to be 
imposing preconceptions on the interpretation of the data. McCracken answers 
this criticism thus:
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But the benefits of the 'preconceptions' that spring from the litera-
ture review are perhaps much greater than their costs . . .  It [the 
literature review] helps to indicate the larger factors that direct 
respondent testimony. It helps to determine what the respondent 
should ask about, (p 31)
From chapter 2 came notions about the nature of the inter-relationship between 
status, role, style and autonomy in determining the nature of the problems which 
emerge from the new teamworking. A tentative model was put forward which 
based tensions in the teamworking process in various mismatches between the 
participants. Those mismatches were in turn resting on construals made about 
the nature of the task and about fellow participants, and it was in turn postulated 
that such construals depended upon inferences which participants make about 
the behaviour of others. A synthesis of personal construct thinking and attribu-
tion theory seems apposite here, though I know of no instances where such a 
synthesis has been attempted elsewhere, perhaps because construct thinking has 
been in the main limited to applications in clinical and educational psychology, 
while attribution theory has in the main been employed in social psychology. 
Proponents of construct theory would no doubt eschew its promiscuous linkage 
with other theories, partly because of its very comprehensiveness as theory. 
Bannister and Fransella (1986) would no doubt link attribution theory with 
'reversal theory', 'catastrophe theory' and 'cognitive dissonance' as mere 'assem-
blies of concepts'(p 2).
However, in the specific situation under study here the consonance of the theo-
ries’ starting points, together with the power of construct theory as a means of 
interpreting behaviour, and the specific strength of attribution theory in enabling 
a discussion of the attributions being made when construals take shape provides 
for a rich analysis. Each of the theories also has its repertoire of preferred
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techniques. Thus construct theory has relied very largely upon the interpretation 
of 'repertory grids' (eg Shaw, 1981) while advances in attribution theory have 
rested upon conventional experimental procedures in what Secord (1986, and 
see chapter 4, pp 164-172) has called psychological social psychology. Despite 
the lack of evident coming-together of these two approaches, they are marked 
by a fundamental contiguity. Eiser (1978) puts Heider's (1958) position in attri-
bution theory thus:
Heider assumed that people are motivated to perceive their social 
environment as predictable and hence controllable, (p 238)
while Bannister and Fransella (1986) sum up personal construct psychology as
an attempt to understand the way in which each of us experiences 
the world, to understand our 'behaviour' in terms of what it is 
designed to signify and to explore how we negotiate our realities 
with others, (p 27)
The emphasis on negotiation is interesting in the light of the methodological 
discussion above. Construct theory has not been generated from mainstream 
sociological social psychology, and its choices of methods do not reflect the 
evolution in methodologies in that field, which seek to tap the verbal encounters 
that are made in these negotiations. If 'negotiation' is as central as Bannister 
and Fransella state it to be, then the use of the methods of symbolic interaction- 
ism and ethnomethodology in construct theory is wholly consistent with its tenets 
and is justified in this research. Indeed, ethnomethodologists explicitly seek the 
tacit practical rules which enable individuals to make constructions about the 
meaning of personal interactions.
The model outlined at the close of chapter 2 viewed the mismatches between 
classroom participants as existing primarily on ideological or personal grounds. I 
suggested that these various mismatches may be attenuated or exaggerated by 
the participants in the team, and that participants may or may not seek autono-
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my. An autonomy/teamwork continuum was postulated whereby participants 
are seen to be increasing their autonomy, or alternatively seeking to promote 
teamwork.
I suggested that at both ends of the continuum there is a desire to reduce stress, 
though different sets of construals are responsible for the alternative strategies. 
At either side are sets of constructs which rest in attributions made about fellow 
participants and about the situation in which they collectively find themselves. 
This research, from the framework of construct theory and attribution theory, 
has to determine the nature of those constructs and those attributions.
As already stated, construct theory and attribution theory are each associated 
with their own 'technologies' or sets of methodological procedures and practices. 
It is only relatively recently that such procedures have begun to be developed 
and expanded, for example by Jones (1985) in her cognitive mapping (to be 
discussed more fully in chapter 8), though even she does not locate the looser, 
more qualitative interpretations she seeks in the wider set of procedures which 
have been developed by ethnomethodologists and symbolic interactionists. It 
appears that a useful synthesis may be derived from these methods coupled with 
the notions of construct theory and attribution theory. Further discussion of the 
use of construct theory and attribution theory will occur in chapter 8.
Consistent with the position taken by qualitative researchers, the use of these
procedures will not be associated with any antecedent hypotheses. As Jones
(1985) puts it, the starting point is
a concern to understand the world of the research participants as 
they construct i t . . .  Theory which is 'grounded' in the concepts and ; 
theorising of the people it is about is likely to 'fit and workf as the 
basis for explanation and prediction, (p 264)
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She draws on Glaser and Strauss (1967) for a notion of grounded theory, in which 
the central idea is that categories emerge out of an examination of data by 
researchers who study it without preconceptions about categories, variables or 
hypotheses. However, as Jones points out, the problem is that categories simply 
do not emerge out of thin air, but are - even if they are drawn from participants' 
own accounts in this way - in themselves intimately bound up with researchers' 
beliefs, prior knowledge and preconceptions. The precise nature of the methods 
which Jones uses to circumvent - or, at least, take account of - these difficulties 
will be discussed later. Suffice it to say here that the central notion is that cate-
gories are located not in the researcher's preconceptions, but in the participants' 
understandings, and the purpose of the research is to shed light on these. Thus, 
unstructured interviews, semi-structured interviews and participant observation 
will form the basis of the second part of the research, with the aim being to 
generate categories and discover relationships among them. The notion of 
hypothesis in this process is somewhat removed from its equivalent in quantita-
tive research. Glaser and Strauss (1963) put it thus
It must be emphasised that these hypotheses [comprising 'genera-
lised relations* among categories] have at first the status of sug-
gested, not tested, relations among categories . . . Generating 
hypotheses requires evidence only enough to establish a sugges-
tion. (p 39-40)
Stage three
The last of the prima facie issues outlined above relates to operational strate-
gies; this, together with the discussion just conducted leads to the third element 
of the research; if categories and variables are isolated in this way, it may be 
possible to use these categories - together with other variables isolated by survey 
- in the manner of more traditional experimental method in the social sciences. 
Indeed, Borg and Gall (1983), in an analysis with which radical symbolic interac- 
tionists would no doubt violently disagree, see the isolation of these categories
Chapters: Research design Page 143
(which qualitative methods have drawn up) as the principal purpose of qualita-
tive enquiry; it is then the job of positivistic method to work on these categories 
or variables.
I do not share Borg and Galls' analysis. I view the understanding given by quali-
tative method as of value in itself. Indeed, in the sphere of interpersonal beha-
viour, where the study of classroom teams is located, such understandings 
assume primacy, and clearly stand on their own. Simply to compare in the litera-
ture already reviewed, Bate's (1984) analysis based on participant observation 
with the majority of organisational research demonstrates the strength of the 
qualitative position.
Nevertheless, the qualitative analysis made here will provide useful information 
for the third, experimental, element of the study, which will relate to operational 
strategies. Certain constructs will have been drawn from the literature on class-
room management to arrive at a model which may be tested experimentally. 
The thrust of the literature review so far has been toward stressing the circum-
spection with which conclusions drawn from experimental research in education 
‘ 1 , ' ' • _ • • . * . ,
must be held. Nevertheless, as has been noted, certain limited goals can be held 
in sight in experimental analysis. Thus, methods of organisation of classroom 
teams drawn from the literature will be tested against a measure (children's 
'engagement') shown to be a robust (if insensitive) index of classroom success 
and the results discussed in terms of the constructs highlighted in qualitative 
parts of the research. Specific details of the research design for this analysis will 
be discussed in chapter 10.
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Sum m ary of m ethods to  be employed
Stage 1 Surveys of the extent of the new teamworking, investigating the 
nature of the people who are currently working in classrooms, what kind 
of work they are doing there, and how they are delivering help to chil-
dren. (Chapter 6)
Stage 2 i) Unstructured interviews with parents, teachers and ancillary 
helpers employing network analysis to determine the nature of the roles 
they construe themselves and others fulfilling and the attributions they 
make in so doing. (Chapter 7)
ii) Semi-structured interviews with support teachers employing cognitive 
mapping of transcript data to determine the nature of the constructs 
participants are employing in themselves shaping the nature of the 
teamwork in which they engage. I shall test the results obtained here 
against the model developed at the conclusion of chapter 2. (Chapter 8)
iii) Participant observation over a term in the support department of a 
secondary school further examining the nature of these constructs and 
similarly testing the results against this model. (Chapter 9)
Stage 3 Experimental analysis of, to date, the most developed system of 
operational strategies for organising the work of classroom teams. Using 
a repeated measures design, the analysis will assess and compare chil-
dren's engagement under three different situational and organisational 
regimes in the classroom. (Chapter 10)
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A representation of these elements diagrammatically in Figure 7 (following 
page) shows clearly their interrelationship around the focus of the nature of 
roles within the team. First there is the establishment of what people are actual-
ly doing: their default roles, to be established through survey, asking teachers 
what tasks adults in their classrooms actually performed, and who those adults 
were. Second there is the broad and complex question of the transformation of 
these roles via the attributions and personal constructs of the participants. 
Third, there is the question of whether the clearer definition of these roles may 
facilitate the team process.
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Figure 7
A summary of the methods and their relationship.
From the documentation of the 
roles operating in classrooms, I
Eroceea to explicate the processes y which team participants define 
roles for them selves, and the 
problems they perceive in team -
working which lead them to make 
these definitions. The need for 
such personal definitions rests in 
part a t least on the absence of 
other definitions or the existence 
of role conflict. I seek to illumi-
nate some of the personal con-
structs which participants employ 
in making various interpretations 
of the team  process. Thence, I 
seek to throw light on the nature 
of the unsupported  em ergent
Process and em ergent roles.ïnally, I  examine the effects of 
supporting that process through 
making clear role definitions. '
Survey:
Do the teams exist?
How are they comprised?
What are the team participants 
doing?
What are the prima facie sources 
of tension?
Unstructured interviews’.
Establishing the nature of the 
roles as participants see them.
In particular establishing nature 
of participants' role definitions 
in heterogeneous teams.
Semi-structured interviews
Establishing the nature of the 
constructs participants use in 
making transformations
Participant observation
Examining the evolution of the 
unsupported emergent process in 
practice.
Experimental study •
Examining the effect of support-
ing the team process through 
clear definition of participants’ 
roles.
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CHAPTER 6 
THE NATURE OF 
THE NEW TEAMWORKING
Introduction
In the light of the findings noted in the review of teamworking, not just in 
schools but also in other situations, it appears that the success of current moves 
to involve others in classes will hinge upon the development of methods of struc-
turing, monitoring and facilitating their progress. In turn, methods of easing the 
involvement of additional people will have to be built around practice - around 
existing and emerging forms of involvement. This chapter documents some of 
these forms of involvement.
The review also centrally located the importance of role in successful teamwork-
ing, and the role conflicts which may occur both for the teacher in her own teach-
ing of the class, and in her interactions with others who may move into her class 
to work alongside her. I examined different kinds of role conflict and the nature 
of the processes which teachers and others who work in classroom teams may 
employ to attenuate these tensions. This research rests on the premise that 
various kinds of heterogeneous classroom teams are beginning to develop in 
unprecedented ways, and that the activities which team members are undertak-
ing will impose role conflicts, role uncertainties and role ambiguities. The 
current chapter therefore documents the nature of heterogeneous teams operat-
ing in primary classrooms - their participants and the activity of those partici-
pants.
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In view of the various problems and opportunities to be derived from these 
developments, and especially in view of those studies which point to the negative 
effects of involving extra people, a number of detailed analyses of what appears 
to be a major trend should be made. There is a danger that the practice of 
involvement - representing the parental involvement movement, and the practi-
cal operationalising of the integration movement - may atrophy as the practice of 
team teaching atrophied due to inadequate monitoring, research and support. It 
is necessary, therefore to make an analysis of the extent and nature of these 
trends. This study, in analysing questionnaires completed by 86 headteachers 
and 82 teachers from one region of Oxfordshire is aimed at the first of these 
objectives. It examines the amount, type and organisation of activity in which 
different groups of people are engaged, and the relationship between organisa-
tion and type of activity; it relates these variables to school size and age of chil-
dren in class.
First survey
A preliminary survey canvassed information from headteachers and served the 
purpose of providing information on which to base categories for the main, 
subsequent, survey. Specifically, it determined categories of additional people 
involved in the classroom in schools; and it determined in a general way the 
nature of the commitment of those people.
Sample
The headteachers of the 100 primary schools in the North Oxfordshire region 
were questioned for this survey. The sample was chosen for its internal consist-
ency and its ease of access rather than its representativeness of the wider popula-
tion of schools. Familiarity of the target group of schools with the Polytechnic
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from which the questionnaire emanated increased the likelihood of a high return 
rate. As I make clear below (p 156) the sample is likely to possess some special 
characteristics, given some innovatory moves on parental involvement in Oxford-
shire.
The results which follow are based on an 86% response to the first question-
naire. 59% of schools at first responded to the questionnaire but following one 
prompt to those schools which had not responded, this figure was increased to 
86%.
A  note on definitions
Oxfordshire County Council uses the terms 'welfare assistant', 'ancillary helper' 
and 'auxiliary' to describe different kinds of non-professional employees. Ancil-
lary helpers will be the most common form of non-teaching help found working 
alongside the classteacher since all schools, until the introduction of Local 
Management of Schools in late 1990, have had an allocation based on the
__ i
number of children in the school. (The formula on which this allocation is based 
is: one hour for each four children on roll in the case of junior-age children or 
each five children in the case of infant-age children based on the estimated roll 
for January.) Welfare assistants, on the other hand, are appointed specifically to 
help a particular child or group of children with special needs. (In most local 
authorities this would be for children who are the subject of statements of spe-
cial educational need; Oxfordshire however, has, until LMS, had a low statement- 
ing policy which has meant that, uniquely among LEAs, welfare assistants are 
provided for children with special needs in ordinary schools who are not the 
subject of statements.) Auxiliary help will not normally be employed in the 
classroom; this category includes bus and taxi escorts, cleaning assistants and
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school meals supervisors. No specified qualifications are required for any of 
these appointments.
The questionnaire
Five categories of personnel were identified for the purposes of the question-
naire: peripatetic teachers, paid non-teacher support (including welfare assist-
ants, ancillaries, auxiliaries, teaching assistants), parents, support services and 
nursery nurses. Others specified by the heads turned out to be home tutors, 
ESL teachers, secondary school students and volunteers such as school governors 
and retired people. '
It was anticipated that the variety of the activities in which the various people 
engaged in the classroom would be very wide; rather thaiv constrain the respond-
ents by delineating these in this first questionnaire respondents were asked to 
explain briefly by means of an open-ended question the nature of the activity in 
which each participant engaged. Individual responses would subsequently be 
coded (in this and the main survey) according to a schema derived from the 
general response. ! ■
Findings
Surprisingly, in all of the responding schools people were reported to be working 
alongside classteachers in the classroom. In most of these a variety of personnel 
were involved. Respondents chose to describe the involvement of extra people 
in two main ways: either by stating the form of organisation adopted (groupwork, 
work with individuals etc) or by stating the kind of task/activity done (eg read-
ing).* Most teacher and ancillary involvement is described in the first way while 
most description of parental involvement takes the second form. As neither
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form of description is complete in itself these variables were isolated and asked 
about specifically in the subsequent questionnaire.
Within the second category (kind of work done), parents are predominantly 
described by headteachers doing three types of work: i) hearing reading; ii) 
cooking, swimming, needlework etc; and iii) language and number games. 
'Cooking swimming and needlework' is the most frequently reported kind of 
parental involvement, with twice as many instances reported as 'hearing reading'. 
This makes for an interesting contrast with classteachers responses in the main 
survey, where hearing reading is the most frequently reported activity undertak-
en by parents. , ^
No support service involvement in the classroom was reported in these main-
stream primary schools and this is of interest given the commitment of some 
physiotherapists and speech therapists to classroom-based provision in special 
schools; it does not appear from this survey that integration has resulted in a 
transposition of this kind of help to mainstream schools. Nevertheless, the 
'people categories' identified at the outset proved to be broadly accurate and 
needed little revision for the second survey.
Responses to the open-ended element of the questionnaire were also of interest 
in terms of the comments which heads made about the roles of additional people 
in the classroom. I have grouped the comments and I shall report typical 
comments and remark on these consecutively.
Institutional ethos: Comments indicating the institutional framework within 
which teachers had to operate revealed the sources of tension emanating from
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discontinuity between the views of the teacher and those of the institution as a 
whole, and represented by the head. Thus:
'School policy of parental partnership'
perhaps indicates that there is an expectation that parents will be participating in 
classrooms, which might engender doubts in those who are uncertain about this 
kind of development. Ideological tensions may thus occur within the team 
and/or superimpose themselves on the team process.
Teacher as manager: The next set of comments stress the role of the teacher as 
manager with a tacit acknowledgement of the teacher's status and importance in 
the role of leader of a team:
'Parents in classrooms help with all aspects of the curriculum, 
under direction of the class teacher'
'Parents carry out a full range of activities, as do ancillaries, under 
the control of the class teacher.'
'Teachers, ancillaries, parents and other helpers follow directions 
of teachers to help support class work.'
All these comments emphasise 'under the direction of. This is probably related 
to the concerns over teachers being seen to be undermined by strong-minded 
ancillary staff or parents. It is also made explicit that teachers will be 'in charge’, 
with a recognition that entropy rather than synergy may be the result of introduc-
ing extra people. Headteachers perhaps feel constrained to make it clear that 
they acknowledge the possible tensions, but despite these their staff are ade-
quately managing the group process. One perhaps recognised that staff had not 
managed:
'I am wholeheartedly in favour of the proper involvement of par-
ents in the life of the school [but]. *. now I do have some reserva-
tions about the way it is done' [doesn't elaborate]
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Unproblematic nature of parents’ role: There were many comments indicating 
that parents were involved in relatively unproblematic areas, as far as 'clashing' 
with the teacher's role in teaching 'academic' skills was concerned. This, as I 
shall later show via the second survey, is at variance with what teachers reported 
as actually happening. Thus, heads are indicating that parents are fulfilling the 
traditional parent role - cooking, needlework, etc - while teachers say that par-
ents are involved in a far wider band of activities, including the 3Rs. The diffi-
cult position of the head politically is evident here, with heads unwilling (despite 
a clear pledge of anonymity) to divulge the nature of parent activity where there 
is sensitivity about parents usurping the teacher's role or that of other paid 
personnel. Thus there were many comments of the variety:
'Parents: soccer, cooking, woodwork, book club, mounting and
display of work'
• * r .
A similar set of clear-cut definitions about the roles of the participants is evident 
in:
'Peripatetic takes small groups with learning difficulties; parents 
help with craft skills, cooking, reading games etc.'
T .adc of role definition: A lack of definition, or understanding, of the role of
others is shown in three similar comments, defining activity solely in terms of the
individual nature of the work the participants undertake:
'Welfare assistant for one child'
'SNAST [special needs advisory and support teacher] works along-
side one child'
'Support teacher for malad [maladjusted] child' ’
'Auxiliaries work with small groups or individuals in support of 
teacher. Peripatetics ditto but from their own ideas'
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Even further lack of role definition for the participants is expressed as the desire 
to be 'flexible':
'We are quite flexible; we work out what is best for everyone.'
'We use everyone in every combination according to needs and 
situations.'
Already a set of role-related concerns emerges here.
The second survey
Sample
In the first questionnaire heads were asked whether they would be prepared to 
take part in a follow up. 36 of the 86 responding heads respondèd affirmatively 
and these were used as the basis of the sample for this second questionnaire. 
The possibility exists that a skewed sample has therefore been drawn from the 
original population. However, comparisons of mean numbers of people involved 
in the schools of each of the two sets of respondents (ie those willing to be in-
volved further in the research and those not) shows that the difference between 
the means is in the opposite direction from that which would be predicted on the 
basis of an assumption that willing headteachers had more people involved in 
their schools ('willing': mean number of people = 13.6; 'unwilling': mean number 
of people = 14). Assumptions about a biased sample would therefore have to 
rest upon bias existing due to non-responses from the first questionnaire. As the 
response rate was high (86%) this is unlikely to affect the results greatly. Heads 
were sent questionnaires which they were asked to distribute to each of the 
teachers in their schools. Results were obtained from 82 teachers in 22 schools 
(ie a 61% response from the schools - there was no follow up to attem pt to 
increase this response).
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The sample of 82 classes is broken down by age as follows: 1 nursery class; 37 
infant classes; 23 lower junior classes; 14 upper junior classes, and 7 vertically 
grouped junior classes.
The sample of classrooms is broken down by school size as follows: 20 from 
schools with less than 100 children; 24 from schools with 100-199 children; 26 
from schools with 200-299 children, and 12 from schools with 300 or more chil-
dren.
As the sample was taken from Oxfordshire schools it is likely to possess some 
special characteristics which should be borne in mind when interpreting the 
results: Oxfordshire is a county which encourages parental involvement in educa-
tion through a range of projects and initiatives, such as introducing the role of 
animateur to facilitate involvement (qv Brighouse, 1985); its peripatetic services 
have been innovatory in the way that they have provided help in the classroom to 
children with special needs, and it provides ancillary help in the way that some 
LEAs do not.
Measures
Eliciting information about classroom involvement poses a number of problems. 
Specifying categories for respondents perhaps constrains responses, with re-
stricted information being an artefact of such a measure. Providing for open- 
ended responses presents difficulties in coding and comparing data from differ-
ent sources. Given the nature of the information being sought - about type of 
person, type of activity, group size being worked with, and length of time working 
it was also a consideration that information about the associations among these 
variables be preserved without in so doing generating a form which would be
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intimidatingly complex and time-consuming for busy teachers to unravel. The 
familiarity of a timetable format was decided upon as a means to this end with 
the maximum possible information from specified categories being obtained 
through deriving appropriate categories from the responses to open-ended ques-
tions in the first questionnaire.
The timetables were completed for one week of the winter term 1986. Teachers 
coded the type of people working with them in the classroom (6 options), the 
type of activity (15 options), the group size being worked with (5 options) and 
the length of time worked. Respondents were asked to put the initials and title 
of the participants alongside the codes and using these it was possible to deter-
mine (a) the number of times a particular individual within a category worked 
during the week and (b) the sex of each individual. Most of the data are handled 
in terms of sessions of help, a session being an uninterrupted session or consecu-
tive sessions (ie only interrupted by break or lunch) undertaken by one individ-
ual. Non-consecutive sessions are counted separately. Other information ob-
tained from the form concerned the age range of children in the class and sex of 
teacher. The only other variable used during the analysis was the size of school 
and this information was obtained independently of the forms.
Procedure
The original data sample being organised hierarchically (people within class-
rooms within schools), the first level of analysis consisted in providing descriptive 
statistics for the variables activity, group size and person. Subsequent analysis 
included the variables school size and age of children in class and sought signifi-
cant differences between subgroups of these in terms of values of the classroom 
variables. Throughout, data handling and statistical analysis was undertaken
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using the SPSS-X statistical package.
Results
A wide variety of people was reported working alongside classteachers for the 
week of the timetable. Apart from the categories outlined in the questionnaire 
(parents, peripatetic teachers, ancillaries [ie general non-teaching staff] welfare 
assistants [ie non-teaching staff appointed to help meet special needs], and 
nursery nurses), the following groups of people were identified from the other 
category:
school and college students (including young people on YTS schemes), 22 
people;
voluntary helpers, 11 people;
teachers (eg specialist teachers of hearing impaired children; ESL teach-
ers; seconded teacher working in school), 11 people; 
special school staff (working on integration schemes, or on 'outreach'), 6 
people;
home tutors (for children with special needs), 3 people; 
school governors, 3 people; 
speech therapist, 1.
(Students on teacher training were omitted from the analysis.)
Although nil returns were requested, only one was received. 81 of the 82 re-
spondents therefore had other adults working alongside them for some portion 
of the week. 87% of the responding teachers had one or more parents working 
alongside them during the week.
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Tables 2 and 3 give an analysis of the way in which help was apportioned. Table 
2 shows the numbers of sessions of help completed by each person group.
Table 2
Sessions in class broken down bv person group 
Number , % of total Mean no. of
of sessions sessions sessions per 
person
Peri teacher 68 9.6 1.39
Parent 251 35.4 1*33
Ancillary 179 , ; 25.2 2.81
W Asst 128 18.1 4.41
N nurse 5 0.7 5
Other 78 11.0 1.53
Analysis also shows that people mainly work on one kind
activity, though the ancillaries tend to have their time spread over more activi-
ties than other person groups. The length of the sessions worked by the person 
groups is as shown in Table 3. v ;
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Table 3
Length of session worked bv person groups
Percentage of sessions in blocks of:
Less than 1 hr to 2-3 hours more than 
1 hour 119 mins 3 hours
(actual numbers of sessions in brackets)
P teacher 16 (11) 66 (45) 18 (12)
Parent 17 (43) 38 (94) 41(102) 4 (10)
Ancillary 9 (17) 38 (68) 34 (61) 19 (34)
W assistant 16 (21) 31 (40) 34 (44) 18 (23)
Other 6 ( 5) 49 (41) 31 (26) 13 (11)
A H 14 (97) 41(288) 35(245) 11 (78)
Most help therefore occurs in the 1 to 2 hour band though inspection shows (and 
chi-square confirms, p < .0001) that the proportion of instances for each of the 
person categories differs from time group to time group; the crosstabulated 
categories show hardly any interdependence (Cramer's V, 0.18). TÊe distribu-
tion of the time of ancillaries and welfare assistants is more evenly spread than 
that of parents, who as individuals - although there are more of them - worked in 
the classroom for fewer, shorter sessions.
The distribution of people's time according to activities undertaken is as given in 
Table 4.
*. Cramer's V  is a chi square based statistic measuring strength of association. The range of values 
varies between 0 and 1 with perfect association at 1 (see Norusis, 1983, p 55)
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Table 4
Type of activity undertaken bv each person 
group as a percentage of all activities undertaken bv each person group
tn
O ' O ' G
g g •H a>
• r | •H g H
T ) g TJ
<0 O •H a) -P
a> O > <1) P
pi U CO ¡3 <
P a) (0 O ' (0
a> O ' a) G TJ
p 10 . E •H a)
G g (0 s i a)
cm O ' O ' o G
E G N (0
O (0 W a) CM
u PI CM EH CO
O ' O '
G G
p •H •H o
p G P O a>
a) 10 G •H CM
CM a> G CO CO
»—i O 3 G
W u 2 2 D
Peri teacher 1 
Parent 31
Ancillary 19 
Welfare asst 12 
Other 13 2
All 20 4
.........  3 9
6 13 7 14 1 9 1
5 1 9 15 * 4 15 1
1 1 8 4 1 1 1
4 3 11 4 16
5 6 12 3 12 1
3 62 6 1 4 9 3
1 2 2 3 2 1 4
3 10 8 6 2 4
3 52 2 3 2
4 25 1 2 6 4 4
3 20 2 - 4 4 2 4
Note: some of the activity categories used in Tables 4, 5 and 6 have been abbre-
viated for ease of inspection. The full categories used by the teachers corre-
spond to the abbreviated categories as follows: reading: 'hearing reading'; nee-
dle: 'needlework'; art: 'art/craft'; language: 'language and number games etc.’; 
teaching: 'teaching specific curriculum area'; sp needs: 'work with slow 
learners/children with special needs'; expert: 'employing special expertise not 
covered above'; cleaning: 'cleaning, tidying, etc'; mounting: 'mounting children's 
work, cutting paper etc'; unspec:'unspecified/other'.
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Roughly one th ird  of all paren ta l sessions were therefo re  
involved with hearing children read. Just under two thirds of the sessions of 
peripatetic teachers and welfare assistants were devoted to working with chil-
dren with special needs. Both of these person groups split their time for special 
needs evenly between work with individuals and work with small groups.
Table 5 shows how involvement was distributed by school size.
Table 5
Mean number of activities (xlO) per class broken down bv school size
tn P 0) CD O' (0 O' O'
O' O ' 0) O' 4) G T> G G
G G •H a) -P <0 s •H 4) ■P •H O
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300 + 22 3 8 7 4 11 20 2 5 29 4 3 4 3 5
Note: decimal points are omitted merely to allow easy inspection.
No significant trend can be discerned in the way that involvement occurs accord-
ing to size of school (Jonckheere trend test not significant at 0.05). It is worth 
noting, though, that help of additional people on computer work was far more 
common in the larger schools (more than 300 pupils) while large schools are 
correspondingly under-represented in help with art and craft.
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Table 6 shows how involvement is distributed by age of children in class.
Amount of involvement with reading peaks in the lower junior range while help 
for children with special needs peaks in the upper junior range. Leaving out the 
vertically grouped junior group because of its mixed-age nature, there is a gradu-
al decline in involvement overall as the age range of children in the class in-
creases. Trend analysis however (using Jonckheere's test) only shows a signifi-
cant trend existing in this decline (at p <.05) if help with special needs is omitted 
from the overall data.'
Table 6
Mean number of activities (xlO) per class 
broken down by age of children in class
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Analysis of the group size used for each of the activities 
shows that most of the reading which is undertaken takes place on an individual 
basis (132 instances individual; 36 instances small group) while the activities of 
cooking, art, swimming, needlework, computer work, language and PE/games 
were all done far more frequently in a small group. Help for children with 
special needs was split fairly evenly between individual help (82 instances) and 
work with a small group (89 instances).
Each of the groups is shown to be working on broadly the same activity over the 
period of their work. Peripatetic teachers have the highest level of consistency 
(presumably because they have a specified reason for their presence) while ancil-
lary helpers seem to show the greatest diversity. This is shown in Table 7.
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Table 2
Number of activities undertaken as a 
percentage of total activities in a 
session for each person group
activities undertaken in a session
1 2 3 4 >4
Peri teacher 95.6 4.4 *
Parent 83.7 15.1 0.8 0.4
Ancillary 64.5 17.8 10.6 4.4 2.8
Welfare assistant 82.0 16.4 1.6 -
Other 84.6 9.0 2.6 3.8
All 79.6 14.2 3.5 1.7 .7
Those working in the classroom s were overwhelmingly fe-
male. 91% of all the sessions were provided by females. Of the 192 parents 
reported, only two were fathers. (Corresponding figures are not given for the 
other person groups as they may be misleading: analysis was at classroom level 
and there is no way of determining how many of the individuals from other 
person categories worked in more than one classroom of the sample.)
Discussion
The possibility that certain trends are responsible for the influx of extra people 
to the classroom is supported by the responses to both questionnaires. The 
parental involvement movement clearly is of importance. Help with special 
needs is also a major reason for extra people to be in the classroom, with help
Chapter 6: The nature o f the new team working Page 165
for children with special needs accounting for one in five of all the sessions 
undertaken by additional people, and with 13 of the 57 people in the other 
category directly related to special needs. The influence of wider social trends, 
in for instance young people from YTS schemes being involved in the classroom, 
is also in evidence.
The finding that involvement declines with age of children in class was expected. 
But reasons for involving people in the classroom extend across all age ranges 
and it is to be hoped that the older age ranges will ultimately catch up with the 
younger. Differences between involvement in curricular areas in schools of 
different sizes (such as the increase in computer work in larger schools) can only 
be guessed at; they may simply be a reflection of more general curricular bias 
which in turn may reflect differences in ability to marshal and pool the kind of 
resources necessary for computer work. Similar general differences might be 
advanced for differences in activity with age, eg the increase noted in special 
needs work as age increases: special needs often become more conspicuous as 
children get older.
Differences in the reporting on numbers of activities undertaken by each group 
may be a reflection of respondents' uncertainty (in the light of findings in the 
following chapter) about the activities in which people were engaged. In other 
words, respondents may to an extent have been giving the simplest statement 
about the expected activities for each group.
* ' ■ : ' . ;
While the opening up of schools and classrooms is to be welcomed there are 
perhaps findings here about which a note of caution ought to be sounded: par-
ents are being involved in a wide range of curricular activities, and maintaining
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their confidence in undertaking these activities may require more structured 
support, guidance and feedback than is currently being provided; the 'van ish in g  
effect' which attacks innovatory practice after the initial enthusiasm for it has 
waned is well understood (qv Hackman and Oldham, 1980, reviewed on pp 29- 
33). There is perhaps the need for the development of a range of organisational 
formulae out of which teachers and those working alongside them are able to 
work out their own unique operational strategies for working effectively as teams 
in the classroom.
The teaming arrangements which are now emerging, though, are very different 
from those which emerged out of the move to team teaching. The current ar-
rangements are manifestations of a 'bottom up' development due to a number of 
causes rather than a 'top-down' initiative as team teaching was. There are suc-
cessful examples of top-down initiatives to increase the participation of parents. 
But such initiatives, unless undertaken very well, may be seen as impositions and 
may be ineffective for this reason. Moves associated with an 'institutional ethos' 
may well invoke conflict among those who have to manage and implement the 
system. Given the nature of the current developments then, it would be inap-
propriate to suggest that particular organisational styles be adopted for working 
in particular circumstances.
This study, as a relatively small-scale regional survey, is perhaps the most appro-
priate exploratory form for the kinds of 'bottom-up' developments which are 
emerging. Guidelines (quite distinct from prescriptions) on operational strategy 
for the survival and development of these innovations will have to be drafted on 
the basis of the patterns of development which actually emerge and which will be 
rooted in particular regional circumstances - in the traditions, the resourcing
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policies and the other idiosyncrasies of particular regions. However, a number 
of clear indications emerge: that there are large numbers of extra people work-
ing in the classroom; that there may be ideological disagreement about the place 
and proper purpose of these people; that they are doing a variety of activities; 
that teams are in constant flux - personnel come and go and are in the main 
employed in short blocks of time; that uncertainty is articulated about the role of 
those personnel.
Further conclusions and insights from this study are discussed in the introduction 
to the following chapter, where the nature of the roles as understood by team 
participants is explored.
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CHAPTER 7
THE MAKING OF ROLES
Introduction
The surveys in chapter 6 enable a number of conclusions to be drawn about the 
composition of the new teams and the activity of their participants which may 
give some clues to the tensions which exist therein.
First, classroom teams exist and people do varied tasks in classrooms.
Second, a wide variety of people has been demonstrated to be involved, with 
parents involved in 87% of the classrooms surveyed, and with additional people 
working in all but one of those classrooms. The admixture of people, from 
parents with no special skills to highly trained specialist teachers indicates the 
existence of heterogeneous teams.
Third, people were typically involved for 1-2 hours at a time, with perhaps impli-
cations for the perception of their commitment or reliability in the case of the 
voluntary participants over this relatively short period of time. These short 
periods of involvement point to unstable teams, with constantly changing 
members, and an inability to establish clear roles or working practices.
Fourth, participants are involved in many tasks about which they may be uncer-
tain how to help. Hearing reading and working with children with special needs 
accounted for just over half of all the sessions of help, with, as I have indicated, 
implications for the confidence of people taking on roles about which they may 
be unsure - away from the traditional roles of the parent or the ancillary. As has
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been indicated, certain of the personnel who comprise the classroom teams, such 
as welfare assistants, are fulfilling specialised tasks about which they have no 
training.
Fifth, involvement declined as age of children in class increased, reflecting the 
perhaps implicitly held belief that it is in some way more appropriate for 'help' to 
be provided for younger children, with a clearer set of activities to be performed 
when helping them. The readiness of potential participants to become involved 
when there is a clear set of expectations - in other words when their roles are 
well-defined - is of significance.
Sixth, interpretation of headteachers' replies to open-ended questions suggests a 
range of beliefs, ambiguities and tensions existing concerning the role of other 
adults in the classroom.
The purpose of this second chapter is to illuminate the nature of the roles as 
understood by some of these participants, elaborating on these six themes.
The surveys in chapter 6 served to document some of the forms of teaming 
which are emerging and they disclosed some crude information about the kinds 
of role tensions which may exist. Before (in a subsequent study) going on to 
explore the constructs which participants employ in changing, or transforming, 
these roles in order to relieve tension for themselves and in order to remove 
some of the sources of ambiguity, it is necessary to know about the nature of the 
situations in which these tensions originate. How do participants view the proc-
ess of role definition? In what contexts do they define sources of tension? What 
for them are the key areas of conflict and how do they define that conflict?
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Method
Clearly, to ask about conflict, tension or ambiguity in a questionnaire would 
prescribe for the respondents categories with which they may either not be famil-
iar, or, were they to be familiar with them, find no point of contact with. In the 
structural variables laid out in the Krech model, roles are defined at the outset. 
The last study undertaken here makes it clear that such a process of definition is 
most unlikely to have taken place. In this sense, the subject of classroom teams 
provides a rich vein for the study of actors' intentions and beliefs about appro-
priate behaviour and the rules that govern that behaviour.
Of the methods reviewed in chapters 4 and 5, it is those which provide a frame-
work for illuminating social encounters which will assist in disclosing these inten-
tions and beliefs and the perception of the rules which govern them. Symbolic 
interactionism was reviewed as providing such a framework. Ethnomethodology 
also seeks such personal understandings and definitions, but does so within a 
narrow frame; it eschews the notion that social behaviour is located in a set of 
wider frameworks, all of them impinging on that behaviour, viewing instead each 
set of encounters as unique and problematic. In continuing from the surveys 
previously undertaken, the aim is to elucidate the nature of roles as participants 
define them, but also to locate these in the social frameworks perceived by the 
participants.
The position taken by ethogeny is appropriate here. It has already been dis-
cussed in chapters 4 and 5. To reiterate, the position taken is as stated by 
Cohen and Manion (1975) thus:
. . .  a view of the human being as a person, that is, a plan making, 
self-monitoring agent, aware of goals and deliberately considering 
the best ways to achieve them, (p 228)
O iapter 7: The making o f roles Page 171
The approach concentrates on the meaning system, that is, the whole sequence 
by which a social act is achieved in an episode. Of interest here is the sequence 
by which the definition of the role of the participants is perceived.
The emphasis in ethogeny is upon episodic analysis. Participants recount their 
experiences of episodes, in this case episodes of working in classroom teams. 
Ethogenic research will be interested in the thoughts, feelings and intentions of 
those taking part. The elicitation and analysis of these can take various forms, 
but in this case elicitation will be via
1 unstructured interviews and analysis using the isolation of tentative inter-
pretive schemata; a schema is defined by Deaux and Wrightsman (1988) as 
’an organised configuration of knowledge derived from past experience 
which we use to interpret our current experience', (p 105)
2 systematic network analysis (Bliss, Monk and Ogbom, 1983), drawing on 
these schemata.
I shall say something about each of these: the unstructured interview, below; 
network analysis, p 177.
The unstructured interview
Burgess (1982) claims that interviewing is the most common instrument in quali-
tative research. Emphasis, he says, is usually placed on the structured interview 
with its fixed questions, but this form of the interview defines situations in 
advance and does not allow the interviewer to follow up on interesting ideas. 
The result is that talk, conversation and elements of everyday life often go unre-
corded' (Burgess, 1982, p 107).
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However, these should provide the basic data for the field researcher, in particu-
lar the ethogenic researcher. The aim should be to secure vivid, accurate inclu-
sive accounts from informants that are based in personal experience. But al-
though the unstructured interview is flexible, it is not uncontrolled. The re-
searcher must keep the informant relating experiences and attitudes that are 
relevant to the research question. Researchers, Burgess goes on to say, need a 
knowledge of the technical terms of the situations they study, a point also noted 
by McCracken (1988), who says that a long-lived familiarity with the culture 
under study gives the investigator an intimate acquaintance with the situation - a 
'fineness of touch and delicacy of insight' (p 32). They should be thoughtful and 
analytic listeners who appraise the meaning of emerging data for the problem 
under study and use the resulting insights to phrase questions that will further 
develop the implications of those data.
McCracken (1988) reinforces the point that the aim is to capture the categories 
and logic used by the respondent. Otherwise 'it can mean that the project ends 
up "capturing" nothing more than the investigator's own logic and categories’ (p 
21). He goes on to point out that for most respondents, beliefs become assump-
tions and actions become habits and it is the job of the interviewer to recover 
beliefs and actions from this taken-for-granted state.
Sample
Though there are differing views on the sample, or the subjects on whom to draw 
for interviews, in qualitative research, one or two criteria seem appropriate to 
note. The notion of what Glaser and Strauss call 'statistical sample' is antitheti-
cal to qualitative research. There is no a priori assumption that the sample is 
representative of the wider population. Rather, there is the assumption that the
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views of informants are of interest in and of themselves. Each situation is per-
sonally defined and has meanings personal to the informant. Glaser and Strauss 
draw the distinction between 'theoretical sampling' and 'statistical sampling'. 
The purpose of the former, they say, is to discover categories and their proper-
ties and 'to suggest [sic] the interrelationships into a theory' (p 62). The ade-
quate theoretical sample is judged on how well it enables a 'saturating' of catego-
ries, or in other words, whether it amasses sufficient data to ensure that a full set 
of categories is obtained. By contrast, statistical sampling seeks to obtain accu-
rate evidence on distributions of people among categories.
Analysis, then, seeks to draw out categories and to note interrelationships 
between the categories thus identified. Having said this, it will clearly be of 
value to note contrasts by virtue of occupation in the sample under study, and 
these will be related to status and, usually, education.
Having said this, it is useful to note that the respondents in this case have been 
drawn from those in the survey research (chapter 6) who had expressed a will-
ingness to become further involved in the research. As I made clear then, these 
do not appear to form a biased sample in terms of their views about involvement 
drawn from the original population. There are a total of eight respondents: four 
teachers, one welfare assistant, two ancillary helpers and one parent.
Procedure r ,
McCracken suggests a five stage process concerning the form and structure of 
the elicitation leading to analysis. First, there is the process of looking at each 
utterance in its own terms, without reference to models or to other elements of 
the data; second, these are interpreted in the light of the rest of the data and the
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literature review; third, the interconnections between these second-level obser-
vations are made; fourth, the observations at previous levels are subjected to 
collective scrutiny; fifth, the themes from several interviews are subjected to a 
final process of analysis.
Broadly, this will be the process followed in this analysis. However, in order to 
systematise the analysis, network analysis will be used for parts three, four and 
five of this process. •
In terms of the write-up of the results, then, there will be two parts. First, before 
network analysis, the interview material will be introduced by means of selected 
quotations; this is of value, McCracken says, because it takes 'advantage of the 
fact that qualitative research can take the reader into the mind of the life of the 
respondent' (p 54), setting out the main themes in the interview material. The 
context of each of the quotations will be mentioned and commented upon, and 
the quotations will illustrate, confirm and help in the re-interpretation of 
schemata which have been drawn from the literature and from a primary review 
of the transcripts. Second, there will be the formal analysis undertaken using the 
instrument of network analysis. -
Each interview, lasting between 45 minutes and one hour, was tape-recorded and 
transcribed by a professional transcribing typist onto disc, and edited for the 
purposes of this research by word processor. Editing conventions will be ex-
plained via footnotes in the text.
Respondents were told that the interviews were for research on the work of 
additional people in the classroom and that the responses they made would be
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anonymous. Since the focus was on roles and participants' definitions, the ques-
tioning began, after appropriate preliminaries, with questions about what the 
respondents did and how they felt about it.
Since the subject was participants' role definitions, discussion was directed 
toward the contexts of those definitions, with the focus on the additional people 
in the classroom. The interview would follow interest in the teacher's role if it 
appeared that the respondent was suggesting that the presence of the additional 
person modified the teacher's role. Since the emphasis was on what was as-
sumed to be a  collective process o f definition, the interviews were not formally 
differentiated by 'occupation' of participant; the definition was the subject of 
interest, not the activities per se about which they spoke.
While the interviews were unstructured, the conversation was nonetheless 
guided towards certain areas where it was clear from the literature review that 
there were issues for further study. These were as stated at the outset of this 
study:
1 the perception of heterogeneous teams by the team participants;
2 the instability of team and the ability or inability to establish clear roles; :
3 the quality of role definition as articulated and perceived by the partici-
pants;
4 the significance of clear sets of expectations;
5 ambiguities and tensions concerning the role of others in the classroom.
Chapter 7: The making o f roles Page 176
Network analysis
In network analysis (Bliss et al, 1983) a system of categories is developed and via 
this, qualitative data are classified while preserving the complexity and subtlety 
of the material being classified. Network-like structures are generated via a 
notational technique. Basic classificatoiy bifurcations are established and these 
may be further divided and sub-divided.
Results
Part 1 -  an introduction to the interview material and interpretive schemata 
Interestingly, the interview material initially divides itself fairly clearly into two 
parts: one relating to what I have categorised as role definition, and another 
relating to what I have categorised as role conflict. These two categories encap-
sulate the concern over 2,3,4 and 5 above (p 176). Point 1, the perception of 
heterogeneous teams, was not specifically articulated by the participants, though 
its importance is implicit in certain of their comments relating to the differences 
between team members. Where these occur, they will be commented upon.
The following are therefore divided primarily according to two schemata: role 
definition, and role conflict. Another schema, which has been termed effects o f 
being observed emerges distinct from the two primary schemata and is discussed 
after these.
The question of role definition is raised in a number of ways. There is general 
confirmation of the supposed looseness of those roles and the 'on-the-job' role 
definitions. This is from a teacher:
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Q Do they have any difficulty with that, sort of telling them how 
you want it?
R Well, I think they sort e f say what d<2 you mean and do I tell 
them the word because if I say 'Tell them the word, just fill in the 
words' they don't... Well, shouldn't they try and sound it out and 
that sort of thing. Well I would try with some children but I don’t 
want them to be forcing them so ju^fill in the word and I will, er, 
do it, you know with them...IND ...s q  I  think they know what
The quality of this explanation suggests that parents may remain confused after 
the supposed clarification.
A parent emphasises the importance of getting to know the teacher's expecta-
tions: *
Q Is there anything else you would like to be doing?
R What, as well?
Q That you are not doing.
R No, I  don't get asked, no I don't think so actually. I think you 
get & know the teacher you help and they are very fair. I suppose 
they get to know whether they like you as well, you work together 
really, you know. I find ii!§» as you go along, you get more familiar, 
well not familiar, I don't mean like that but they sort of know what 
you’re perhaps better at or what the children like you for as well, I 
think you've got to like each other.
A welfare assistant makes it clear also that she has picked it up on-the-job
I mean I find it easier now, the first few weeks I was there I didn't 
know where things were. I didn’t know what she [cerebrally palsied
*. Underlined text represents the key point about which commentary will be made.
Three dots '...' without spaces represent a pause or discontinuity in the respondent's accout. 
D ots with s p a c e s ' represent editing of irrelevant material.
**. TND' is an abbreviation for ’indistinct’, where the exact words used are unclear from the tape 
recording.
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girl the WA was employed to help] was capable of doing. And as 
time has gone on I found ii easier, I know where things are in the 
classroom, I know that she concentrates better in the morning
The welfare assistant emphasises the 'picking it up' aspect
Well we went to the museum one day last week because obviously 
we're doing things about that. So he'll [teacher] sit down with the 
children and say to them well this is what I want you to do in the 
art work and I'll just sort of pick it up from there
A welfare assistant points to the lack of any formal guidance on how to help and 
the importance of ’learning together'.
Q Did you have any training
R No, no, I came to the interview and on that afternoon I went to 
see Ormerod School and on the Friday I came into school to have 
a look around the classroom and saw where the books were going 
to be kept and everything and started on the Monday.
- laughter -
Q Did you find that daunting?
R No - pause - (..or was it just common sense) - it'was common 
sense, I mean the biggest thing was knowing what she was capable 
of doing, which w£ soil o£ learned together
One teacher comments on the very broad categories of tasks on which she is 
prepared to see the parent working >
I wouldn’t ask them to help with the other work, just the reading or 
the creative activities and I  wouldn’t lei them do the reading until I 
let them know exactly what I wanted done. ■ ------
*. Square brackets are used to add an explanatory comment
". Round brackets with two dots (.. ) represent a 'probe' from the interviewer
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It is reinforced by this welfare assistant who makes it clear that she almost has to 
'sense'what the teacher wants
Q . . .  and what do you do in the classes?
R It varies from watching the art corner, mixing the paint and 
generally doing that and reading stories if I'm needed there or um, 
mounting work. Really getting Jq  know what the teacher wants 
and working in co-operation with her.
Q Its very flexible.
R Yes very flexible.
Q And depends on the day, whatever's going on? ;
R What topic is going on, yes, and er some teachers like to do 
their own mounting so I wonTt do that I'll do something else. It all 
depends pn what tM  teacher wants yea to da, as I say it's just 
building up that extra pair of hands in the classroom wherever it's 
needed really.
In the following, the welfare assistant actually uses the word 'sensing' to describe 
the process by which intentions are communicated from teacher to assistant:
I suppose it works both ways, um, because I'm a crafty person - 
laughter - crafty in more ways than one l I do like that sort of 
thing, so I find that comes into it, so when it comes to craft work I 
can perhaps offer ideas there. Yes, I think we just talk about the 
topic thars coming on, suggest ideas together and it goes on I 
suppose. Really knowing the teacher, knowing the teacher well, 
how much she expects from a helper, and sensing when she doesn't 
want vou there. I  mean, um, responding to it really. Yes, I think, 
well any helper in school, or any mother could get bossy or too big 
headed about it, and it's knowing where to stop.
What seems to be 'sensed' here is a threat to the teacher's autonomy or status.
In the next passage, the teacher seems to suggest that role definition is important 
for those who are helping. She seems to suggest that participants clarify these 
roles for themselves by going for the simple options:
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I think they're happier doing something that they're confident in. 
If you ask them to do something a bit complicated, like some 
practical maths, or something like that, then they'll probably be a 
>it, you know, it depends on the parent really, but I  think they're 
lappier cooking and sewing, most are quite willing to do anything 
really. ’
There are parents that you discover have got this talent or some-
thing they do, but they don’t always want Iq  take ilup. I mean you 
obviously have to get to know the mums, in order to feel that that 
situation is going to work. And they have to feel comfortable, 
coming in.
Here, another teacher is saying that the parents' role is a matter for dialogue, for
resolution between parent and teacher.
It's nice to give the parents, not a free hand but to [let them] come 
up with suggestions. Because then it makes them feel that they are 
actually doing a really good job. Otherwise its a  hit» dfi ihis and do 
that.
Parents' ambivalence about both tasks and what to do if children 'mess about' is 
shown in what the same teacher says here. She talks about the parents not 
daring to raise their voices, as though they see themselves as marginal to the 
situation, not fully aware of its routines and accepted practices.
Well, it's awful really, because a  loi fif parents don't have a great 
idea of what's going on. It depends on the parent (..yes) and it 
depends on the child who's being a bit frisky . . .  Whereas, you 
know we [teachers] can say, 'And you can stop doing that!' and 
maybe be a bit loud about it, they are very much calmer and quiet-
er about it, almost as if they dare not raise their voice, you know.
The comparative ease of defining one's own role (in the absence of other guid-
ance) with younger children, as the survey (chapter 6) indicated, is confirmed by 
this comment from a teacher:
Basically they get on with it. The thing is, we are talking about 
quite young children, I think it's different when the children are
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older. Because having taught upper juniors and having parents in, 
they look upon it as something very different to the younger ones.
The following from a teacher represents an unusual degree of definition of the 
ancillary's role, with the corollaiy of specificity about the teacher's role. Even so, 
this definition is in terms of what the ancillary will ppl be doing:
I don't ask her [the ancillary] to read. I use that time when she's in 
to hear all my readers, as much as I can. Because she's got groups 
of children and because she's doing other activities it enables me 
to hear readers.
The line drawn over reading is consistently held, ostensibly relating to profes-
sional status. However, the nature of the role definition thus articulated to the 
parent is interestingly limited to an implicit understanding; simply to 'veering 
away' from the subject:
I think its a difficult problem really, when they [parents] come into 
your reading, because it depends on how they deal with it, if they 
just sit and listen then it's not too bad bill if they start trying tp 
teach how Ip read then you're up against problems. I would, I think 
if they did ask to hear readers, I'd try and veer away from it, to be 
honest. Just in case, you know it does cause ...
The absence of role definitions, or even the addressing of a potential issue about 
how to use and manage ancillaries by the school as a whole is disclosed in this 
comment from a teacher:
[talking of the ancillary helper] I mean I find it peculiar because 
I've never had, sort of, any helpers in the classroom at all. And I 
couldn't get used to somebody else being there, because I was 
suspicious I suppose. And I kept saying "What dp I givp hgr jp dp". 
I thought she was really bored, you know.
A teacher talking of another ancillary helper draws on the particular ancillary's 
personal abilities and experience to solve the 'problem' of defining a role for her:
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No its quite easy. Because she's been here such a long time as 
well, she knows, perhaps better than me - laughter - you know, if I 
don't give her anything to do she will always find something to do.
One teacher selected roles for the parents in terms of their perceived skills: 
parents would be invited in if they had a special skill to offer. Interestingly, the 
articulation that a certain set of tasks is legitimate for a teacher helper to do, 
reveals the implicitly held status-related belief that there is a corresponding set 
of tasks which it would not be legitimate for a non-teacher parent to do.
Sometimes I ask if a mum is particularly good at a particular craft I 
say would you like to come and help us. One or two of my mums 
are infant teachers, so they help - I've got several tapes, we have a 
language tape which the Iw q  mums that come in who are teachers 
will take a group of children and will ¿2 Ihfi language tape t
In the absence of any clear definition about what she expected parents and ancil- 
laries to do, this teacher was asked what they don't do. Roles were not made 
very much clearer from her response:
Q Is there anything you wouldn't ask Mrs. P [ancillary] to do in a 
class?
R Well she doesn't talk to the parents, you know if a parent comes 
in with a query she always refers them to me.
Q Is there anything you wouldn't ask parents to do?
R The same sort of thing really. I think I don't perhaps expect
Earents to sit with children and I can't say work, but for want of a etter word you know, sit with a group and do some uh new work, 
you know, I'd do that myself. I wouldn't ask them to take the class 
as a whole.
Definition is helped by some exo-system structures (Bronfenbrenner, 1979) such 
as the existence of a contract for paid employment:
R Well it makes it easier, having other people, especially if its an 
ancillary - you do have ancillaries as well - because you know then
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that they are paid and I  Mil say £an you please go. and wash the 
pots, will you please make up paint whereas with some parents 
they tend 1q  want 1q  come in and IQ dn nice things. - laughter - they 
don't want to wash the pots
The voluntary nature of the parents' contribution, not formalised in any way by 
contractual arrangements, seems, for this teacher at least, to loosen the defini-
tion possible; in these circumstances the teacher seems to feel inhibited about 
defining roles, and concomitantly it is perceived that parents see themselves, by 
the voluntary nature of their contribution, protected from menial tasks. The 
tentativeness with which roles can be defined is amplified by this comment:
I find six very reliable mothers to come in every morning unless a 
child is ill, or the car won't start - laughter - (.. yes)...IND...or 
there's snow but they're very good. I started with a  £§k more but 
they dropped QUi, they found it was Iq q  much of a  commitment.
Communication, then, will depend on the network of shared understandings 
which have evolved in this loose framework. These understandings seem to take 
the place of role definition. Because they are substituted for this clearer defini-
tion a premium will be placed upon regularity and dependability where those 
understandings can remain fairly consistent. This is instantiated in the use of 
'reliable', to describe those parents who appear regularly. The 'dropping out' or 
'commitment' of others emphasises the contexts (Bronfenbrenner's exo-systems) 
within which the roles they take on in the classroom are framed.
This ancillary makes it clear that she defines a role for herself in the absence of 
any other definition
If the whole class is doing the same thing, like sitting there and it's 
storytime, I would probably go off and tidy paintbrushes, sharpen 
pencils. Because obviously I would just be sitting there listening to 
the story as well so I d  rather be. kept busy IND ask me to do 
something which I'd much rather do than just sit there.
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The following from a teacher shows that the children at least are confused about 
the roles and status of the parents who help:
The parent might say go and wash your hands and the child will 
come up to me and say is it all right if I wash my hands, to check.
The confusion is also used by them:
You have to be quite careful because Mrs. P will say do so and so, 
and um, find it yourself and they will come round to me and say 
'Do you know where such and such is Mrs. A.' But you've always 
got, well you get used to them.
Role conflict
However loosely the roles are defined in the examples above, it is clear that 
'role' exists, at least implicitly, as a construct in the excerpt which follows. Here, 
talking about a new teacher coming into the class, it appears that the role that 
the ancillary perceives herself filling (because of the expectations of the chil-
dren) might in some way cause the teacher to feel herself displaced from that 
position.
R Well I suppose if a new teacher comes in, they [the children] 
respond to me but that's before a new teacher gets to know them.
Q So almost the roles are reversed there
R Yes the roles are reversed, and if it's a very new teacher I feel 
for her in a way because I feel that perhaps ghg. doesn't want an 
extra body in the classroom when she's just starting and she's not 
sure how to deal with perhaps situations, so I hide in the cupboard 
then, do some mounting in the cupboard, so that she can get on 
with it.
There appears to be a perception by the ancillary in the latter of a likely in-
fringement on the teacher's status or autonomy. The conflict thus engendered 
induces a need to 'hide'.
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A teacher in the following passage talks about a parent, indicating that roles may 
be implicitly defined at least in the teacher's mind, by the existence of a selection 
procedure for parents, or as she calls it, 'sussing them out', but the implicitness of 
the definition perhaps allows the way for 'competition' where the teacher feels 
that the parent sees herself in the teacher's role.
I try and sus them out first, so I know whether I actually want them 
in (.. yes'), and I did have one last year who was overpowering and 
it endea up that she would stop in at lunchtime and she just 
wouldn't go, she wanted to come in everyday - laughter - even at 
breaktime she wanted to stay in the classroom and I kept saying 
well, come on let's have drink before we come back but she wanted 
to stay with it and boss them around 52 there was a bit of competi-
tion between us.
Another teacher gives a veiy similar account:
It's a horrible atmosphere, actually, a  mother who thought she was 
a  teacher and wanted to take control all the time and had her eye 
on her child all the time.
The same conflict inflicts itself, this time on a parent in the following passage; 
but here the perception of inappropriateness of role, of not having the 'right', 
comes from another parent:
But one mother did challenge me in my other daughter's class and 
she said 'do you think you have the right to listen to children read 
and say what books they should be on' and all this. Well I don't 
have any right. 'I just come in to help', I said, but I don't recom-
mend or anything you know. This is a mother who doesn't actually 
help herself but I think you get some people who think you are 
being a busvbodv and just poking your nose in.
A  parent here reinforces the view that there may exist some tension occasionally 
when parents want to assume the teacher's role
You're just a helper [but] I suppose some people do it because 
they are frustrated teachers, you know, um.
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Effects of being cbssned
The last set of comments isolated here relate to a feeling about being on trial or 
being observed, which relate only tangentially to role definition, but which 
occurred frequently enough during the interviews to be worthy of note. They 
represent, perhaps, the most direct expression of a desire for autonomy.
I think part [of parents coming in] is just to see what the teacher's 
like as well, lust to see how their chilcfs getting on really ... you feel 
a  Ml on trial - laughter - especially when they first come - they get 
used to you and to know how you work - 1 think part is just to see 
what the teacher's like as well. But at first it’s like - 'what's she 
doing?'
Similar feelings came from this teacher who had to work with an established 
ancillary:
Q Did you actually find it a constraint at all, having somebody 
strange in the classroom when you first came here.
R It could have been difficult, I think
Q Someone who's established like that, did you particularly...
R It was just strange having somebody in the room with me for a 
whole morning or a whole afternoon. And I thought of it, ff was 
almost like having an adviser in at first. You're not used to 
somebody else being in. But after about half a term I was getting 
used to the idea, and realised that she was a plus.
In the last comment seems to be a relaxation of the need for autonomy and a 
suggestion of the possibility that autonomy is equated in some way with security. 
With familiarity, or 'getting used to the idea' as the respondent puts it, she ceases 
to feel on trial. It is possible, then, that a lack of role definition creates insecuri-
ty and thus the conditions necessary for a need for autonomy (and perceptions of 
'being watched') to emerge.
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Preliminary discussion prior to network analysis
The first conclusion which needs to be drawn from these interpretive schemata is 
that the roles which exist at the outset, if they exist at all, exist as very loosely 
held views stemming broadly from two main areas, namely
1) pedagogic concerns and expectations, and
2) affective concerns and expectations.
The literature review had suggested that role is a central determinant of small 
group effectiveness and there is no reason to doubt that this is the case. Howev-
er, the constructs employed for explicating the part which role plays in the 
workings of the team - for instance in role definition, role ambiguity, role tension 
and role conflict - do not figure in the accounts of these classroom participants. 
While role definition is clearly of importance, the process of its definition, in 
classroom groups which comprise people from varied backgrounds and varied 
status, is more subtle than the process of definition in most of the teams which 
have been the subject of research. A range of affective factors, which manifest 
themselves in dislike of observation, also enter into the analysis.
Thus, while role definition and role conflict have been the categories which have 
so far suggested themselves for organising the interview data, further analysis 
under these categories would take us no further forward in terms of determining 
the means by which roles are defined, which in broad terms is the aim of this 
section of the research. For the next subsection to take this analysis forward, it is 
necessary, then, to invert the categories of role definition and role conflict. 
Preliminary analysis suggests that role is tentatively defined via pedagogic and 
affective concerns, and these will form the framework of the network analysis.
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Part 2  -  Network analysis .
Each of the interviews undertaken will be subjected to a network analysis using 
this preliminary dichotomy of pedagogic/affective concerns.
Using both categories from the research literature, modified and adapted in the 
light of the analysis above, the interviews were scanned again for comments 
which related to this primary pedagogic-affective dichotomy. Facilitating or 
inhibiting the ways in which roles are defined are a range of constructs along 
which participants build notions about the other adults in the class and the 
appropriateness of their activity. Certain aspects of role are defined by status 
considerations, for instance about the central role of the teacher, and the impor-
tance of instructions coming from her. Certain skills are seen as legitimately 
falling in certain groups' ambit, though even here 'rules' are broken when a cer-
tain individual is seen as having extraordinary skills.
The most clear definitions are provided in the area of 'routine' descriptions of 
tasks to be done, though even here they are sometimes limited to descriptions of 
'picking it up' or 'sensing' what the teacher wants.
The role is also defined by personal and interpersonal factors. Personal factors 
generally relate to what the participants like or find comfortable doing, while 
interpersonal factors relate to relationship between participants (generally the 
teacher and the co-worker) and its importance in the effectiveness of the part-
nership or team.
Thus, the following network of contributory schemata has been established on 
the basis of analysis of all the interviews. Individual network analysis for each of
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the interviews is given subsequent to this summary, together with sample quota-
tions from the interviews.
EgureS
Summatorv network of schemata
Role
/-professional
/-status
-leadership
/pedagogic-
\-routine
/-personal
\-skills
\a£fective-|
\-interpersonal
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Figure 2
Interview network 1: teacher
/-Status
You can ask things of ancillaries 
you can't of parents 
It's easier [to tell ancillaries 
what to do] because they're paid
/-Professional- -Leadership
I've told her [parent] how I want 
it done
/Pedagogic-
\-Skills
I wouldn't ask them [parents] to 
do number1 work or reading
\-Routine
I like them [parents] in for creative activities 
You know, she [a parent] knows what to do 
They sort of say 'What do you mean?'
They tend to want to do nice things - not wash 
the pots
/-Personal
I Some [parents] found it too much of a commitment
\Affective-
\-Interpersonal
There was a lot of competition between us. 
I felt a bit on trial
Commentary: The cluster of schemata which fall under the heading of profes-
sional-pedagogic appear to be assisting the definition by delimiting the activities 
which people groups can undertake. 'Routine' activities are primarily negotiated. 
Affective factors clearly contribute to definition, with external influences playing 
their part, and interpersonal rivalries shaping any negotiation which may take 
place.
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Figure 10
Interview network 2: parent
/-Professional
/-Status
They [children] respect me the
same as the teacher
One parent asked me what right I
had
Some people [help] because they're 
frustrated teachers 
-Leadership
I do anything she [teacher] gives 
me really
/Pedagogic-
\-Skills
I'd rather be reading than cutting 
up paper
\-Routine
I have a set group and we do a reading scheme 
I suppose it's support for her [teacher] really 
- that's the idea of parents
/
\Affective-
-Personal
I feel I don't have any right [to listen to 
children reading]
It's enjoyable because you're doing it when 
you want to
But there's no responsibility
\-Interpersonal
I think you've got to like each other [parent 
and teacher
You get to know the teacher you help
Commentary: A certain degree of uncertainty is expressed about role here, both 
in terms of her status, and in terms of routine. A view about the 'idea of parents' 
in class is given to justify the view of parental involvement as the loose notion of 
'support' for teacher. The quality of the interpersonal relationship for cementing 
this loose set of expectations is reaffirmed.
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Figure 11
Interview network 3: welfare assistant
/-Status
I can't answer those sort of 
questions [from a parent]
/-Professional
/Pedagogic-
-Leadership
He'll [teacher] say 'this is what 
I want you to do, and I'll pick 
it up from there
\-Skills
I had no training
We sort of learned together
Role-
\-Routine
I find it easier now; at first I didn't know 
what to do
I'd much rather be kept busy
/-Personal
I I enjoy it very much [working with a PH child] 
I I love to listen to the children
\Affective-
\-Interpersonal
With my teacher in Manchester I got on very 
well . . . here it's just strange . . .  such a 
contrast
Commentary: An individual who clearly finds her place in the team difficult to 
define. Even the delimiting professional schemata do little to contain the role 
for her. Affective factors both provide her main source of satisfaction for doing 
the work, while providing a certain amount of implicitly-stated tension.
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Figure 12
Interview network 4: ancillary helper
/-Status
I The children respect me
/-Professional-
/Pedagogic-
-Leadership
If a teacher is called away I '11 
stand in - if she wants me to. 
The roles can be reversed, if 
it's a new teacher - I feel for 
her then
\-Skills
This is my 21st year, so I've seen 
a lot of teachers; I've had a go 
at everything
Role-
\-Routine
It all depends on what the teacher wants 
you to do
I watch the art corner, mix paint, read stories
/-Personal
I I do like that sort of thing [craft]
\Affective-|
\-Interpersonal
I feel for her when there's a new teacher - 
I'll hide in the cupboard
I have to get to know what the teacher wants 
and work in cooperation with her 
On the whole I have a good working relationship 
You have to really know the teacher and sense 
when she doesn't want you there
Commentary: An individual with the confidence to define her role for herself, 
given her long experience. A certain amount of conflict arises precisely because 
of this experience and the esteem in which she is held: professional constraints 
work to elevate her status, a process which she evidently has to try and minimi«^ 
Affective factors are important in helping to define the role, though she has to 
rely on 'sensing' that the teacher may not be at ease in her presence.
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Figure 13
Interview network 5: teacher
/-Status
The child will check with me [when 
the parent tells her to do some-
thing]
Older children will question what 
the parent is doing 
The ancillary is half way between 
parent and teacher
/-Professional- -Leadership
We can be a bit loud, but they 
[parents] dare not raise their 
voices
/Pedagogic-
\-Skills. :
A lot of parents don't know 
what's going on
There are parents you find have 
this talent
If they try to teach reading 
you're up against problems
\-Routine
Basically they just get on with it 
- Mothers coming in have done cooking/sewing
/-Personal
I They [parents] have to feel comfortable 
I coming in
\Affective-
\-Interpersonal
You have to know the mums to feel that 
the situation is going to work
Commentary: Role here is defined very largely around the respondent's view of 
the professional, bounded by a set of activities which it is not appropriate for 
untrained people to do. Participants are assigned a limited set of activities and 
'get on with it’. Not surprisingly, relationships are monitored for suitability; 
those unwilling to accommodate these professionally-oriented role parameters 
are screened out.
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Figure 14
/-Status
If they want to teach reading 
you can get round it by using 
reading games
I don't ask her [ancillary] to 
read
/-Professional- -Leadership
It's nice to let parents make 
suggestions [in what to do]
/Pedagogic-
\-Skills
They're happier doing something
they're confident in
Most are willing to do anything
Role-
\-Routine
It's easier for the parents with the 
younger children ■
If you don't give her [ancillary] something 
to do she'll find something
/-Personal
I Some parents are a bit shy [about helping 
I with their talent]
\Affective-|
\-Interpersonal
It all depends on the person [you're working 
with] and their personality and how they 
blend with you
It was almost like having an adviser in at 
first [the ancillary]
Comm entary:  Again here role is defined by a set of macro-structures, belief 
systems and ideology outside this particular situation, both in terms of status- 
appropriate activity and in terms of a set of activities with which parents are 
assumed to be comfortable. Again, then, suitability rests on a certain set of 
taken-for-granted assumptions about the views, and perhaps the assertiveness, of 
the participant.
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Figure 15
Interview network 7: ancillary helper
/-Status
Yes, I think the children respect 
me
/-Professional -Leadership
I always refer them [parents] to 
Mrs P [teacher]. I don't get 
involved —
/Pedagogic-
\-Skills
I always check with the teacher 
to do it her way 
It doesn't worry me [when I'm 
left alone with the children]
Role-
\-Routine
I do artwork, sharpen the pencils . . . hear 
reading
Mrs P [teacher] will say do one thing and then
children will come and ask me the same
It all depends what she [teacher]wants me to do
/-Personal
There's nothing I don't like doing. I enjoy
being with the children
The children treat me more like a mother
\Affective-
\-Interpersonal
We [the teacher and I] discuss ideas together 
It's no problem to talk with teachers
Com m entary:  The professional concerns of the teacher have been taken on 
board but some concern is expressed over the room for ambiguity which exists in 
routine expectations. The importance of the relationship is reaffirmed in the 
absence of firm guidance; personal motivation is important.
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Figure 16
Interview network 8: teacher
/-Status
The ancillary doesn't talk to 
parents
The children accept equal 
authority [ancillary and teacher] 
Young children will accept the 
authority of adults
/-Professional- -Leadership
I select parents carefully; I 
don’t like loud exuberant ones 
I wouldn't ask parents to take 
the class as a whole
/Pedagogic-
\-Skills
Parents who are teachers can 
help with language
Role-
\-Routine
Mums very quickly pick up what I want them 
to do
She helps [ancillary] with reading, craft, 
number [but another ancillary] just mixes paint 
and glue and cuts paper and backs books 
She ;[ancillary] always find herself the next 
thing to do
Parents do anything I ask them to: play games/ 
cooking/sewing
/-Personal
\Affective-
\-Interpersonal
The ancillary is so supportive and helpful
Commentary: This teacher also prescribes a role in terms of professional exclu-
sions, while asserting the equal status of the ancillary in the eyes of the children. 
While much was said about routine, this in the main related to the 'pick up', 'get 
on’, 'do anything', 'finds herself dimension.’
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Concluding discussion
Role definition does not appear to take place in the sense meant by commenta-
tors such as Kahn et al (1964) and Lippitt et al (1958) when they wrote about 
role. The Krech model (Krech et al, 1962) drew on a fairly formal notion of role 
and assumed that roles as originally defined undergo a process of adaptation 
while the group is working.
Such original roles do not exist in the sense meant by Kahn et al, Lippitt et ai 
and Krech et al. When asked questions about what they do, respondents were 
often unable to give clear or explicit replies about routine expectations, relying 
rather on comments such as 'I sense what to do' or 'I do whatever's wanted'.
Certain kinds of deficit, while not explicitly noted as causes of tension, are never-
theless noted by respondents. They comment on lack of training or initial uncer-
tainty about how to help. This leads potential participants into work where activ-
ity is perceived to be more clearly defined, such as working with younger chil-
dren, a fact noted by more than one respondent.
The potential for unstable teams was noted at the outset, following the survey 
(chapter 6). The importance of 'commitment' amongst parents was noted by one 
teacher, given this potential for instability. Commitment by a 'reliable' caucus 
may be seen as a necessary element in classroom teams, given that so much of 
the everyday discourse and activity rests on tacitly developed understandings 
within a regular 'fraternity'. Given the lack of explicit rules about how to behave 
or what to do, it appears that parents seek those options which will involve them 
in least opportunity for 'doing the wrong thing', while teachers place a premium 
on acquiring a set of helpers with whom they have been able to develop such
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understanding.
However, network analysis supports the view that role is nevertheless described, 
albeit in a more amorphous, tacit way. The analysis revealed that the hetero-
geneity of the team is important and that there are, in Bronfenbrenner's (1979) 
terms, macro-systems and exo-systems within which people work and behave 
which shape for them the roles they fulfil and those they are prepared to see 
others fulfilling. In other words, belief systems and ideologies (macro-system) 
and other settings such as the home (exo-system) affect the way that individuals 
consider their role and the roles of others at 'work' in the classroom, as shown in 
Figure 17.
Figure 17
Systemic influences on role definition
/ -------------------- ------------------------------------------------------------ '
Macro system: belief system; ideologies 
professional status; assumed hierarchy
/ ------------------------ --------------------------- \
Exo-system: home; existing skills
/ -------------------------------------- \
Micro-system:
Routine definitions; 
Interpersonal 
relations
\ ----------------------- -------- — /
\ ----------------------------------------------------------------- /
The network analysis revealed that for the teachers interviewed, a pedagogic- 
professional schema dominated their thoughts on the work of additional people, 
with certain activities proscribed as far as parents and other non-teachers were 
concerned.
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An artefact of the research procedure may be significant here. While the 
anonymity of the respondents was guaranteed, participants may have suspected 
that the real intention of the interviewer was different from that which was 
stated. They may have felt circumspect about giving their more uninhibited 
views, and favoured instead the 'party line' over issues such as the importance of 
the teacher's special skills and knowledge. , , \
Complementing a lack of routine advice and a formal set of professional expec-
tations is a reliance on 'getting on' with the person you are sharing with. In the 
conflict and ambiguity which research tells us is the result when definition is 
poor, these self-selecting teams appear to rely heavily on what may be interpret-
ed as affective schema for providing motivation and maintaining the process of 
the team. Thus personal and interpersonal reasons are given for staying with the 
team and with the other team members. Bate's (1984 - see pp 34-36 of this the-
sis) 'learned helplessness' is a valuable explanatory device here: participants, in 
the lack of guidance (on management for the teachers, and simply on what to do 
for the non-teachers), resort to being able to laugh, joke, muddle by, and gener-
ally 'get on with each other' in order to submerge tensions.
Bate uses the term 'root construct' to describe these collectively held beliefs 
about a team situation, ascribing the term unemotionality to this root construct in 
his own industry-based study. In these classroom teams fraternity might best 
describe the set of beliefs which characterise the ability of the team to work well 
- in other words to submerge role conflict.
An additional, simpler, construal can be put on the affective schemata as identi-
fied by this analysis. Simple embarrassment may be a satisfactory explanation
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for the dislike of teaching in front of others, as suggested by Tizard et al (1981), 
and participants' compatibility with their co-team members may do something to 
attenuate this embarrassment.
Whatever the relationship between these pedagogic and affective schemata in 
shaping the role of the team participants, it is clear that other structural varia-
bles in the Krech model are at play. Both the status hierarchy, albeit less formal-
ly stated than in other kinds of work group, and the communication network 
(manifesting itself in 'we just talk to one another' and 'getting on') provide the 
basis for the way that the group works.
This set of interviews broadly supports the notion that the heterogeneity of class-
room teams is significant in shaping the nature of the team dynamics. It suggests 
that in the absence of clear definitions of participants' roles, broad schemata 
frame the means by which participants describe their behaviour. A premium is 
placed upon the participants' positive inter-relationships and almost sub-linguis-
tic communication in this situation.
This study sought to reveal the means by which classroom roles are defined, 
from the participants' point of view. It has vitiated the view that these are at the 
outset clearly laid out and has revealed instead a continual toing and froing 
among participants whereby roles are assumed rather than defined. Factors in 
the macro-system and the exo-system provide the parameters within which this 
process takes place, prescribing certain behaviours while proscribing others. It is 
assumed that the stresses thus engendered are contained and attenuated by the 
fraternity contrived among the team members - a 'getting along with one anoth-
er' - in which it can be assumed that no one in the team will 'step outside the
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limits'.
Further analysis in the studies which follow will focus on these inter-relation-
ships and this communication to illuminate the process by which original role 
definitions, loose and tacit as they are, undergo transformation by the partici-
pants.
v
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CHAPTER 8
THE TRANSFORMATION OF ROLES
Introduction
The previous chapter investigated the means by which roles are defined in the 
new classroom teams. This chapter will examine the means by which those roles 
are transformed. These transformations are implied in the Krech model, out-
lined in chapter 1.
Within the literature review a model was proposed (chapter 2, p 88) to account 
for the varied kinds of transformation which may take place in classroom teams. 
It was posited that mismatches between the expectations of team members are 
resolved by means of participants adopting certain strategies which would have 
the effect of either attenuating or exaggerating the original mismatches.
It has been substantiated by the previous chapter that mismatches occur. But in 
that chapter it was found that possible grounds for tension in the lack of role 
definition are minimised or circumvented altogether by selection of team 
members who will 'get along with one another' and by reliance on what was 
called fraternity among the members of the team. A high premium was placed on 
this fraternity, which was seen to exist as a substitute for close role definition.
It was originally suggested in chapter 2 that mismatches may occur on ideological 
or personal grounds, or because ground rules for cooperation have not been 
clearly set, thus generating ambiguities and mismatches in expectation. The 
previous chapter confirms this and suggests further that in the absence of role
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definition, tacitly developed understandings take the place of role definition. 
Such understandings are built around the pedagogic and affective concerns of 
the participants. However, fraternity is now seen to camouflage ambiguities and 
the process by which the development of tacit understandings displaces that of 
role definition.
The review of the literature further suggested that participants, in particular the 
team leader, would adopt strategies which ameliorated for them the effects of 
stress arising from these supposed mismatches. The process of arriving at a root 
construct of fraternity was not anticipated, but is now seen to form part of this 
process. It was anticipated that teams became either more team-like or less 
team-like by adopting either status solutions or definitional solutions to the 
problems they faced. A summary is given in Figure 18:
Figure 18
Definitional solutions and status/autonomy solutions
Less team-like<-------------------------->More team-like
I I
Status/autonomy solutions Definitional
solutions
collection of
individuals
working autonomously
Team working 
together with 
clear aims and 
definitions
Status solutions and definitional solutions share the purpose of reducing stress, 
though the former achieves this through codifying responsibilities and power and 
locating these in specific individuals, while the latter achieves it through locating
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the sets of responsibilities in roles rather than people.
Fraternity was seen to be achieved in the previous chapter either through the use 
of a  selection process for the team or through a deliberate decision to 'get on'. 
There is no reason to suppose that achieving fraternity is in any way incompati-
ble with the process of establishing status solutions or definitional solutions as 
posited earlier.
Analysis of the ways in which the collection of people who are formed together 
in a team in the classroom come to change the ways in which they view them-
selves and others as team members (the emergent process of the Krech model) 
will be taken forward by recourse to attribution theoiy and using methods adapt-
ed from construct theory. As I made clear in chapter 5, these models are com-
patible, each drawing on a view of people as scientists, discovering cause and 
effect relationships and seeking to predict and control the situations in which 
they find themselves. ' -
The means by which roles are transformed, I suggested earlier, rests on the 
constructions made by the individual and the consequent attributions made 
about the working of the team. The linking of construct theory and attribution 
theory requires some further elaboration for the fullest explication of the 
methodology of this chapter.
Construct theory
Kelly (1955) believed that a central mediating link between perception and 
behaviour lies in the construct, which he saw as a ’tem plate’ through which 
people viewed and interpreted the world. He said that people. . .
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create and then attempt to fit [templates] over the realities of 
which the world is composed . . .  Let us give the name constructs to 
these patterns that are tried on for size. They are ways of constru-
ing the world, (pp 8-9)
He believed that in trying to understand and predict events, all human beings are 
scientists, each constructing such templates or 'transparent patterns' in order to 
make the world understandable and predictable. Each of the phenomena that 
comprise the world are evaluated according to a finite number of constructs. 
Further, he suggests that each of these constructs is bipolar, capable of being 
defined in terms of polar opposite terms such as quiet-talkative. The phenomena 
to be evaluated by these constructs are termed elements', thus, people, schools, or 
teams may constitute such elements.
An important aspect of Kelly's theory as far as this research is concerned is what 
he called the organisation corollary which states that each person evolves, for 
their convenience in anticipating events, a construction system embracing ordi-
nal relationships between constructs. The constructs people employ are interre-
lated hierarchically, so that they form a pyramidal structure. The example 
Bannister and Fransella (1986) give of this is good ja z z  versus bad  ja z z  may be 
subsumed under the 'music' end of the construct music versus noise, where the 
former is the subordinate construct and the latter the superordinate.
Another important corollary for this research is the sociality corollary  which 
states that 'to the extent that one person construes the construction processes of 
another, they may play a role in a social process involving the other person' 
(Bannister and Fransella, 1986, p 18). In the interviews which follow, much of 
the time the respondents are indeed construing about the constructions of their 
colleagues, in trying to understand their reactions in the team.
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It was noted in chapter 5 that construct theory shares much with ethnomethod- 
ology in its seeking of personal interpretations and constructions, and its es- 
chewal of externally imposed categories as valid means of analysis in interpreting 
the worlds which others perceive. It is worth noting here the point made in 
chapter 4 that many of the techniques which have been associated with the 
development of construct theory (eg Shaw, 1981) ignore this central feature (ie 
the importance of the elicitation  of participants' own constructs) by providing 
subjects with pre-conceived categories. The semi-structured interview technique 
to be used in this chapter will be consistent with the notion of elicitation.
Attribution theory
Attribution theory has been already been discussed in chapter 2. Its particular 
importance for this study will be taken further here, especially insofar as its 
inter-connection with construct theory is concerned.
In short, attributions about the behaviour of others in a team (indeed, of one's 
own behaviour) distinguish between dispositional (or personal) causes and situa-
tional (or environmental) causes. The choice of either of these areas has been 
called the choice of a 'locus of control'. Deaux and Wrightsman (1988) note that 
there is a tendency to attribute causes to personal responsibility; this over- 
attribution to dispositional (personal) causes has been called the fundam ental 
attribution error. The tendency for this to occur in the teaching culture is noted 
by Doyle (1977) who says that assessments of teacher success generally rest on 
'personalistic* interpretations of teaching:
From a personalistic outlook, the classroom performance of teach-
ers is assumed to be fundamentally, if not exclusively, a function of 
personal capability and/or motivation, (p 179)
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Another aspect of dispositional attribution is the effect a person's actions will 
have on the observer - in this case the team co-member (What effect will this 
have on me?); Jones and Davies (1965) call this hedonic relevance. Weiner 
(1974) suggests that there is another dimension to our judgment about disposi-
tional or situational causes, which he calls the temporary/stable dimension. 
Extending this model to the classroom team situation Weiner's model might 
show causal attribution about the working of the team as in Figure 19:
Figure 19
Weiner's attribution model applied to the classroom team 
tem p o ra ry  s t a b l e
Pi spq>g ¿tuonai Mood Intelligence
Fatigue Personality
Education
Status
Qi^ietiional Luck Nature of task
Home situation 
School policy
In Weiner's model, those whom I have suggested seek team  solutions  to the 
problem of the team working will look to the situational/stable quadrant of this 
diagram, while those who seek au ton om y/sta tu s solu tions  will look to the 
stable/dispositional quadrant. In other words, educational background, ideology 
and personal and professional philosophy will all be 'used' by the latter to deter-
mine whether they attribute what Jones and Davis (1965) call intentionality  to 
particular events, or whether they link the person with the event only if they 
think that the outcome could have been foreseen (foreseeability). The willingness
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of the participants to make these distinctions rests on their inclination to overes-
timate dispositional causes. It might be posited that the establishment of frater-
nity is more closely linked with dispositional factors than with possible situational 
solutions; in fraternity there was repeated evidence of a search for harmonious 
personal relationships, possibly as a screen for unsatisfactory role definitions.
It may be helpful to represent the links between these ideas diagrammatically, as 
in Figure 20.
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Figure 20
The mediation by personal constructs in 
attributions about the team process <
educational background factors in the situation
ideology such as role definition
personal/professional philosophy clon
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dispositional attribution
intentionality
foreseeability
cause of problems: 
individual members
| - moderated by 
fraternity
autonomy/status
solutions
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C o n t r o 1
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situational attribution
cause of problems: 
nature of team
team solutions
Figure 20 attempts to make it clear that it is participants' personal constructs 
which determine their perception and interpretation of the variables in the situa-
tion. My contention is that certain kinds of constructs will predispose partici-
pants to certain kinds of attributions and that it is therefore these constructs 
which determine the nature of the teams which ultimately emerge. The link 
therefore posited is between such personal constructs and the emergent process-
es of the Krech model.
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Thus, the notion of fixed roles which was suggested at the outset has been vitiat-
ed by the last chapter. The process by which roles crystallise out of a set of 
loosely held views to the tacit, if firm, roles characterising the autonomy or team 
solutions is the subject of this chapter. In particular, the nature of the constructs 
the participants employ in making attributions in this process will be examined.
Although he does not articulate it in this way, Kelly (cited in Bannister and 
Fransella, 1986) himself says something very similar about the construction of 
roles:
Personal construct theory tries to put role within the context of 
something a person himself is doing and it springs from a notion 
that one may attempt to understand others in terms of their out-
looks . . .  So anyone who attempts to understand others in terms of 
the outlooks they have, rather than their behaviours only, may 
indeed play a role. (Bannister and Fransella, 1986, p 33)
Thus, both personal constructs and the construals which the individual makes
about the construction processes of another both shape this role-making process.
This chapter reports on interviews with a number of support teachers with a view 
to illuminating these processes.
Given the structure of the model which is being proposed on the basis of the 
literature and the research already undertaken here, it is possible formally to 
state an hypothesis to be tested by this study, while recognising that other hy-
potheses may emerge in the analytical process. That hypothesis is as follows:
That classroom team members will, in interview, be able to pro-
vide evidence of personal constructs which mediate attributions 
about 'given' features of the team (as defined by the Krech model)- 
'emergent processes' thus ensuing will be in accordance with the 
expectations of attribution theory.
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Method
Sample
Questions about sample in qualitative study have already been discussed in 
chapter 7. Suffice it here simply to reiterate that in this study there is no attempt 
to sample a representative selection of team participants, but rather to gain an 
in-depth understanding of the perceptions and understandings of those being 
interviewed.
Those interviewed were all teachers working alongside other teachers in a 
supportive role, working with children with special needs. They are, therefore, 
primarily being interviewed about their work in homogeneous teams; the con-
trasts between the processes in homogeneous and heterogeneous teams will be 
noted and commented upon where they are clear. However, the main focus in 
interviewing this group of people is neither on these differences, nor on the 
special problems of support teachers. Rather, it is on the constructs which a
i i < i , .
relatively homogeneous set of individuals employ in making attributions about 
the behaviour of other team members and about the team process.
In-depth interviews were conducted with eight support teachers. Two were 
heads of support departments in secondary schools; two were support teachers in 
support departments in secondary schools; two were support teachers in middle 
schools, and two were members of primary support teams. All were known to 
me to use support (as opposed to withdrawal) as a  means of working anci all 
were approached informally about participation in this research.
*. Some ’support1 teachers continue to use withdrawal rather than classroom support as their 
principal modus operandi
Chapter &* The transfomiation o f roles Page 213
Research Instruments
The value of interviews in general as a means of eliciting participants' own ideas 
(their perceptions, interpretations and personal constructs) has already been 
discussed in chapter 7 and needs no further elaboration. However, the use of 
semi-structured, interviews has not yet been discussed. ; •
The semi-structured interview comprises, according to Borg and Gall (1983), 
structured questions in an interview guide which are complemented by open- 
ended questions from the interviewer. It is similar to what Cohen and Manion 
(1985) call the focused interview. By this, they refer to a situation in which an 
interviewer has already, having reviewed the literature and other elements of his 
or her own research, deemed certain aspects of a situation as of significance. 
Using this analysis as a basis, an interview guide is constructed which identifies 
the relevant data to be obtained. However, the actual interview is not rigidly 
determined by the guide, but rather is shaped by the interviewee within this 
framework, focusing all the time on the subjective experiences of the intervie-
wee. The responses then enable researchers to test the validity of their hypothe-
ses and also to incorporate unanticipated responses into further ideas and 
hypotheses. ;
The interviews undertaken here were guided by Borg and Galls' general outline 
and by the more specific procedural advice given by Cohen and Manion (after 
Merton and Kendall, 1946). Though the terminology is different, the same basic 
procedures are used, and they will be termed here semi-structured interview.
To make an analysis of these interviews, the same basic procedure outlined in 
chapter 7 will be adopted. In summary, this comprises first examining the raw
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data; second, interpreting it in the light of previous studies; third, establishing 
interconnections between second level observations; fourth, subjecting observa-
tions to collective scrutiny; fifth, subjecting several interviews to analysis.
However, while network analysis was used in that chapter to systematise the 
analysis at stages three, four and five, in this chapter an adaptation of the 
method of cognitive mapping developed by Jones (1985) will be adopted for this 
systematisation.
Jones describes cognitive mapping thus:
Cognitive mapping is a method of modelling persons' beliefs in 
diagrammatic form . . .  In mapping we are listening for, and seek-
ing to represent, persons' explanatory and predictive theories 
about those aspects of their world being described to us. A cogni-
tive map comprises two main elements: persons' concepts or ideas - 
in the form of descriptions of entities, abstract or concrete, in the 
situation being considered; and beliefs or theories about the rela-
tionships between them, shown in the map by an arrow or simple 
line. Aj i  arrow represents a relationship where one thing leads to, 
or is explained by, another; a simple line represents a connotative 
or non-causal link. (1985, p 266)
She continues
. . .  more complete coding takes account of the way in which the 
particular meaning of an idea for a person is elaborated through 
its contrast, explicit or implicit, with some psychological alternative 
(Kelly, 1955). . . Persons do not, of course, always express explicit 
discrete alternatives, but when they do these can be coded for, and 
furthermore the opposite poles can sometimes legitimately be 
inferred, (ibid p 268)
She suggests that the cognitive mapping process enables a fracturing of the data 
of an interview without losing its Gestalt.
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Procedure
As in the last chapter, each interview, each lasting around 45 minutes, was tape 
recorded and transcribed by a professional transcribing typist onto disc, and 
edited for the purposes of this research by word processor.
Respondents were told that the interviews were for research on support in the 
classroom and that anonymity would be guaranteed.
The interview guide comprised, after opening preliminaries, ten questions relat-
ing to: whether interviewees felt accepted by mainstream colleagues; whether 
mainstream colleagues tended to seek their advice; whether there were regular 
meetings with colleagues; what sort of role they normally took in the mainstream 
class; whether they sometimes felt that they didn't have the specialist knowledge 
to cope; how far they felt that the success of support depended on the teachers 
they were working with; what the main problems of providing support were; 
whether they felt pupils gained from their presence; whether they were available 
to help all pupils; whether they felt there were occasions when their presence 
was of little use; what changes they would make to make their work more effec-
tive.
Following transcription, the interviews were edited. This first edit removed my 
own questions and comments (where these did not relate integrally to the con-
text of the utterance) and comments from the respondents which were not relat-
ed to the team process. Key words or phrases in each respondent's utterance 
were then highlighted. There followed a process of coding and re-coding each of 
these utterances, grouping them together until they generated a limited set of 
schemata capable of concisely accommodating the key ideas put forward during
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the interviews. These would form the building blocks for the next process of 
cognitive mapping.
The purposes of these interviews, and therefore of this chapter are to:
1 Determine the nature of the constructs participants use in making trans-
formations from the 'given' variables to the actual situation. In so doing, 
the participants' schemata are examined and those they infer about the 
colleagues with whom they are working.
2 Test the hypothesis stated above on p 214.
As in the previous study (chapter 7), there will be two parts to the results. First, 
before cognitive mapping, the interview material will be introduced by means of 
selected quotations, grouped according to interpretive schemata, setting out the 
main themes in the interview material. The context of each of the quotations 
will be mentioned and commented upon, and the quotations will illustrate, con-
firm and help in the re-interpretation of schemata which have been drawn from 
the literature and from a primary review of the transcripts. Second, there will be 
an analysis undertaken using cognitive mapping. In the first part, therefore, 
organisation will be via the interpretive schemata, while in the second part the 
linkages which characterise individuals' own accounts will be drawn out.
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Results
P a rt 1 : a n  in tro d u ctio n  to  th e  in terview  m a teria l a n d  in terp re tive  sch em a ta
As noted already, a number of schemata can be proposed which will accommo-
date most of the key ideas put forward in the interviews. These will be summa-
rised thus:
1 Status and self esteem
2 Territoriality
3 Threat/suspicion
4 Interpersonal factors
5 Ideology-professional
6 Communication
7 Organisation
8 School policy _
9 Role clarity
Each of these schemata will be illustrated by quotations from respondents.
1 Status and self esteem
This teacher feels her own role in the eyes of others is low; she is 'used' and has 
a low status. There appears to be a kind of work for which she is suited and 
another kind for which the classteacher is suited.
I have asked next year not to be a support teacher. I’ve had 
enough. I feel that my self esteem as a support teacher er, my self 
esteem as a teacher, has gone down through doing support. And it 
is only because I have had confidence beforehand in my ability, in
*, Notation here is identical to that in chapter 7.
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my own subject and because I, er in my own right as a teacher that I 
have managed to do it this long this year, because er, you be 
come... support teaching can bring with it a terrible feeling of er 
just er just being used. You've got a, well it's very hard to describe, 
a very low, yes, a low status . . .  there's a feeling o f , er, I don't hold 
my head up
The same teacher, a support teacher in a secondary school, continues. The poor 
image, poor status is at least in part due to a lack of special skills - a lack of 
professional markers which distinguish you from the rest:
A teacher is not the same as a support teacher. You can't just pick 
somebody up and throw them into a room and say "Now on you go 
and support*. And that's what they do and that's why I think it's got 
such again a low image, because you're not seen as being, having' 
had special qualifications, you know, to do it.
Linked with this is a range of comments which came from nearly all respondents, 
though in a less self-referenced way, articulated as a perception of status differ-
ence. The following, from a teacher in a middle school relates the idea of being 
a  good colleague with being on equal terms.
So I’ve gone to all their [first year] em, planning meetings and 
everything, because I’ve got the most input there, and also because 
em, I mean they're very good colleagues, if you like, and they're, 
it's very easy to, IQ discuss things, sort of on equal terms with them, 
and have some influence on em, how the curriculum's going to be 
planned and organised and so on. So I feel that's good, good use 
of my time. Now, in the case of some other year groups, em, it's 
either a  question of luck, or what tends to happen anyway is that 
the most inputs [are] with the youngest children.
This secondary teacher reinforces the idea that she feels that classteachers do 
not see her as an equal:
They accept me, um, because they know I'm going to be able to 
help, Im  an extra pair of hands. I'm going to be able to help, I  ¿p 
not necessarily think they look upon me as an equal in terms of a 
teacher, a fellow teacher when I'm in the room, they look upon me 
as a fellow teacher in my own subject but not necessarily as when
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I'm a support teacher.
She makes it clear that this impression can be transmitted to the children. Some 
teachers make it clear that status is equal (which is part of clear role definition), 
while others imply to the children that it is not:
The pupils don't see vou as being accepted bv the teacher there on 
a level with the teacher. In other words when they say "Now there 
are two of us today, er, any questions, we're both ready. Any 
queries...", you know, constantly referring to the fact that we're on 
a  pa l here, where er, we're both capable of doing, fulfilling what-
ever it is you need today, and if this is built up week after week 
after week then you find the support begins to work. And the chil 
dren will willingly call you over. If it isn't then they will put their 
hands up and then when you go across you can even get children 
who say "I don't want you. I  want §P and so, because she knows 
this, or I need sir because they know". And then you know it hasn't 
worked. There's always that little feeling, and they look at me and 
think "Yea, well she's a textiles teacher, she's not an English teach-
er, and Im  just npl sure whether or POL yoa know, what she's going 
IP IfiU ¡US. is right". And I've actually noticed that some of them 
will listen and they'll go ahead and write whatever it was they were 
writing anyway.
The status of the teacher appears to be linked with being marginal:
The English department are all together. But you’re outside i t  
And it's, and I think it's the same in other subjects.
The marginal nature of the work is attested to by this comment:
I think that er, the heads of departments like to have their meet-
ings regarding special needs at the beginning of the year. Let's get 
il over and. done with in September, "Let's get it done, nice and 
quickly, get it out of the way.
This notion of this marginality is strengthened by a middle school teacher who 
talks of the feeling of being part of a team in those classes where there appears 
to be an attempt to avoid the support teacher becoming marginal:
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Well the good ones are good because, like in the last school for 
example, because the first year team, I go to all their year meetings 
and I feel part of. of the team, and we work out work together, and 
I'm in on all the planning and em, they ask me things like "Do you 
think so and so will cope with this" and they don't mind how often I 
chip in and say "Oh, well I think that's a bit above them", and so 
on. They never mind. Whereas some of the other teachers who're 
a bit more formal and have been doing lessons, say the same sort 
of lesson, year after year. That's their lesson and it's just sort of 
seemed to me, you know they can't alter anything and they would- 
q’t mind if 1 actually went away
The following comment relates this feeling of marginality v teamness ostensibly 
to different professional ideologies adopted in different halves of the middle 
school:
There just seems to be quite a division [between the upper and 
lower school]. You know, but it's probably partly as well because I, 
I'm seen just as the extra person up there, whereas in the bottom 
half I'm just one of Jhs team, like all the kids just see me as anoth-
er, as one of them, you know I think I can cover a lesson and so on, 
and it's just another first year teacher, whereas in upper school. I 
think irs seen as oh, lh£ reading lady, or the something lady. 
Though it shouldn't be like that now, because I've been there over 
four years.
The question of status is again raised here, where the support teacher seems very 
much to be associated with the low status of the child she is helping in the clas- 
steacher's mind. This clearly hinges on the classteacher's view of special needs:
He [child in home economics class] was punished and had to do 
the dishes, you know wash up the dishes and I was expected to go 
along and help him wash up the dishes. And a couple of times I 
was spoken to in a manner that I didn't feel was, you know, wasn't 
on not for a fellow colleague: I  wasn't seen an equal terms and I 
have had to work very hard to put myself on an equal footing with 
that person; I think that's an exception rather than a norm but you 
do run into it and it's very, very hard.
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The question of status is here interestingly linked with partnership, with the 
support teacher noting that she hasn't led a lesson; the lack of partnership also 
implies a lack of status in this situation
I haven’t introduced a lesson, no, we haven't had that partnershin.
Partly because m the five classes . . .  the teacher has the momen-
tum, knows where she is, knows what they want to accomplish.
This head of special needs relays the feelings of his colleagues on the status 
accorded to them by some mainstream colleagues even more bluntly. He relates 
the feeling of subservience to teachers not giving away elements of their role:
Some of the supporters are a bit cynical. . .  and they say 'Well you 
know we are allowed to be in charge of the class when they want to 
go and make a phone call but another time they want you to take 
the, the sort o f servant role' um, but in general I think people are 
gradually coming around to the idea that if you have got two adults 
working in the class then both of them have got tq  k§. seen as 
having a role in all respects in the classroom.
2 Territory
The next major schema which appeared to be held by these teachers related to 
the territory or property which they perceived themselves infringing when they 
worked alongside a classteacher. It is the more interesting for the fact that at no 
time was the word territory used in the questioning or in probes. This schema 
seemed to represent a powerful reaction in all of the respondents. The following 
teacher links the need for territory strongly with her own identity and status:
It's, this is my room I'm, I'm going into my room. I feel here I am 
now going in with another teacher, to help yet again. And I feel as 
if tm  a  fiLt 2f a  dogsbody. And lyg lost that identity of having mv 
own, my own base.'and for teachers in school it's important, they'll 
fight for their own room. They want their own room . . .  that's 
their identity. That is their room, their subject. You start to take 
those things away and you start to lose an awful lot of your em, of 
what you feel is your esteem in pupils' eyes. And that's important 
when you go back to take up your own subject again, because 
you've got to work even harder to show them that you know what
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you're talking about now in your own room. And I'm not here 
supporting any more so you do just what I say. Whereas it's differ-
ent when you support. You're the second person.
This middle school teacher, while not mentioning territory specifically, talks of 
being shut out, not being wanted, in contrast to some teachers who are welcom-
ing:
I haven't actually come across anybody who hasn't accepted me in 
the end. In some senses of them word, I mean, you know there's 
different levels of acceptance but there's, there have been people 
who, when I first started working with them, I felt they, they've 
been really trying to shut me out, and not really wanting me there 
all. Um, and I think in all cases that's improved. But obviously 
you feel more comfortable with some people than others, and you 
feel more welcome into some classrooms than others.
A  head of special needs in a secondary school here reports an even more stark 
rejection:
But there are others where Im  Still asked to sit in the corner of the 
classroom or sit in a  particular chair and those are the ones that 
we are still fighting, we're still trying to win that battle.
There even seems to be a feeling that the teacher is discomfited by the physical 
movement of the support teacher, though here there is the suggestion that this is 
linked with an ideology which sees support as remedial help in the classroom:
In some lessons we are treated as, oh you've just come in to help 
him, and you're very much put with one child or two children, we 
get up and try and move around and ills obviously not appreciated.
This secondary support teacher links the idea with that of personal space which 
may be violated:
It’s their territory, it's their classroom, its  their subject a rea , ,  4 Its  
their personal area, Xes, i ts  their space . . .  I think teaching is a
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very personal situation and the interaction with the class can be 
very personal and as, and a person coming in, whoever it is, head, 
parent, whatever, they move into that area so I  £££ it  as a  very 
personal sort of space and so if vou go in as a support teacher in 
some respect vou are violating that.
Interestingly, this teacher attests to the fact that such feelings evaporate when 
she is supporting the supply teacher; she seems to experience a freedom which 
she does not feel when working with the class teacher.
If I go in to support the supply teacher then I will talk to that 
teacher at the beginning and I will say the class has not been 
behaving, we are not getting the work accomplished and I will feel 
responsibility for the whole class in that I will take over the disci-
fline . . .  we're sharing this territory together, we're both inputs and wouldn't do, I don't think I would have done it with a  regular 
teacher, no.
The following teacher interestingly links territory with the notion of ownership, 
seeming to feel that a true partnership - true teamwork - is not possible while 
such ownership exists in the mind of the classteacher:
I'd like to have more of a partnership situation in the classes that I 
am supporting, team teaching, when it does work with another 
teacher, the two of you are working in a class then it's great. But 
sometimes you really have to sit back and look at it and er . . .  
People you don't know as well you really have to sit back a wee bit 
and I'd like more give and take. But again i t  comes down Iq  
ownership of class and material.
3 Suspicion/threat v confidence
This next major schema is represented as bipolar because of its clear and univer-
sal representation in this way, almost explicitly on this continuum, by the re-
spondents. It appears to be linked with the previous schema. The following 
teacher perhaps sees this suspicion as related to a threat over professional status, 
ideology or skills:
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I think that, er, that teachers in general are rather suspicious of 
outside so-called experts. Urn, so I think you have to win them 
over, I think you have to be very careful, you can't go in and try 
and change the world if you have to fit into their model and maybe 
if you think there should be changes or you have suggestions, do it 
over a period of time or you would get people's backs up.
It is linked here with the notion of fear of being watched, with perhaps the 
intimation that watching is equated with monitoring of professional skills:
I think it is difficult for some people to have somebody else there. 
Because they feel that you're going to be watching them.
The following makes the contrast with those who are secure and those who are 
threatened; she talks about people she can work easily with:
Well, I think they're people who feel secure about what they're 
doing themselves, mostly. I mean, I think it's harder for somebody 
who doesn't feel secure in what they're doing anyway. And people 
who are sort of fairly open, you know who don't mind disagree-
ments, or who can cope with that sort of thing. Not very easily, 
people who ai£ not very easily threatened. I suppose.
In the following, there is the implication that being welcoming or otherwise is 
related either to mistrust/threat, or alternatively to ideological differences over 
appropriate action for children with special needs.
[We will say] 'Would you allow us to come in and support them?' 
The response at that level varies tremendously. Some people say 
'Yes, lovely I hadn't thought iQ ask!, and other people say 'Well you 
can come m if you want' but it will be more use you taking him out 
and doing something on his own with him.
The following teacher brings out the fact that people vary in their ostensible 
perception of threat:
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I think it [the success of support] depends a lot on it [the person 
you're working with]. Not entirely, I mean I think you can, you can 
make some progress even if, even if they're not the easiest person 
to work with . . . But it's obviously much easier if it's somebody 
who, who, say basically who isn't going tQ feel threatened by an 
extra adult there.
Here, the teacher seems to suggest that the perception of threat comes from the 
class teacher's vulnerability, perhaps linking this vulnerability both to personal 
and professional factors:
I think a lot of it is the confidence of the teacher themselves, a lot 
of teachers don't want to have somebody else in the classroom and 
they are not confident enough about their own style or their own 
discipline or whatever . . .  I think without exception those are the 
ones where there are discipline problems within the class and the 
teacher isn't saying, yes I'd be glad of somebody else in there can 
we talk about how we can work it out, like some teachers do, yes, 
it's a very difficult class and can we talk how to work it out between 
us. But other teachers simply seize up and don't want you to be in 
there.
Here, the (middle school) teacher actually perceives that the classteacher can 
feel under attack:
I think people who've been isolationist in their own classrooms and 
you haven't been used to having other people in there, fegl under 
attack really, they feel on the defensive. And they don't like, I 
mean I have teachers and they don't like anybody else in the class-
room.
4 Interpersonal factors
Personal and interpersonal factors have already been implied in the extracts 
which have been used. The need for these skills was identified strongly in the 
previous chapter, and the congruence between those findings, and the findings 
here will be discussed after the results have been presented. The importance of 
interpersonal factors is stated quite simply here:
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I mean I think there are obviously personal things with people, you 
know yqu gel on better with some people than you ¿2 with others 
and I think that's quite an important factor.
A  different teacher makes a similar comment, relating more to personal than 
interpersonal features:
It [resistance to support] may be, em, something to do with the fact 
that ihis particular teacher is a very very quiet and very withdrawn 
person anyway, who is not happy teaching. And, therefore those 
kind of personal attributes that he has or not. I think that has a lot 
to do with it.
The importance of getting along is perhaps masked, this teacher seems to suggest, 
by the fact that it is so 'obviously' important:
So much obviously depends on personalities and who you get on 
with. I wouldn't dream, although I should do I know, with some of 
the teachers, with even bothering to suggest that I took the lesson.
Here, having an 'open personality' is linked with the ability and need to commu-
nicate:
[It's easier with someone] who's willing Iq  discuss things and, and is 
a sort of open personality, where you're actually able to talk things 
over with them.
Personality and the ability to communicate are here linked with the perception 
of threat noted earlier:
This particular teacher is n o t . . .  very flexible as. a person really, 
and she won't vaiy  her approach and she's not very responsive to 
someone saying, if you tried this, do you think it would work bet-
ter, she feels that's a criticism of her.
The contrast in the following extract between those with whom relationships are
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easy and those with whom they are difficult perhaps marks a continuum:
Yes, there are um, definite differences [between teachers]. It 
depends very much on the relationship between the two teachers. 
In, for example, English there are two teachers who regard me as 
being extremely helpful, value what I do, and do actually say, you 
know it's great having you, I don't know what I'd do without you. 
With one other, I am, I  could just he a  piece of furniture hi the 
room, basically, I have to make, walk around, no introduction is 
ever made, no er, at no point does he ever say, you have two of us 
today to help» you, which is what the other teachers would say, er 
it’s just him in the room and me at the side and it's up to me to 
make the move to go around the room and help, quietly. There's 
no feeling of being a part of the lesson in any way.
5 Professional-ideological
Another schema emerging in accounts is the professional-ideological. It seems 
to be felt that one's role is determined in large part by a congruence in ideology 
between support and classteacher.
The need for some similarity in thought, style or ideology is evidenced here:
I think [support teaching is of little use] almost exclusively in very 
formal situations. Where someone is teaching a  class as a  class. I 
think that the services of a support teacher will very rarely he 
needed. I'm not even sure that "the presence of an extra person is 
of any benefit in a situation where there are behavioural problems. 
I tried to work with a notorious third year group last year in 
French lessons because the main problem there was a behavioural 
one and I don't think I made any difference, and if I did make any 
difference being there it was probably a detrimental difference, in 
that there was a play-off between two teachers or I was causing 
distractions to people who were easily distracted.
This middle school teacher seems to indicate that there is a limit to the profes-
sional 'sharing' that can go on, though the amount of sharing wanted or permit-
ted by the teachers is on a continuum depending on their place in the school and 
perhaps the associated expectations of formality in the curriculum.
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Um, they don't seek advice about the structure of the lesson, par-
ticularly, but the majority of them would take comments that I said 
afterwards, or in it. They don't mind me sort of butting in. If 
they're saying something and I can see that some of them aren't 
quite with me, or it's been a bit vague, or, that type of thing, some-
times they sort of call across, you know, "Wouldn't you say so Mrs.
", or something, to give me my chance to say "Well actually I was 
just standing here thinking, I'm not quite sure what we've got to do 
here" . . . hkt a lot of the. time with the upper school, it's still 
"What’re you going to do about so and so", and so on. not sort of 
how will we da this. There's a marked difference between the two 
halves of the school.
A  primary support teacher affirms the importance of this similarity in profes-
sional outlook for communication and clarity of shared goals. Such clarity seems 
to be an example of a role solution:
People are in a different range of things aren't they depending on 
attitude special needs and there is one colleague that I work 
with who is absolutely superb, she's an infant teacher and has a 
psychology degree, I don't know if that helps, but she manages the 
whole class, she obviously enjoys teaching, she's very imaginative 
and she's just really easy to slot in with. She's very clear on what 
she's doing, she's very good on telling you in advance what she's 
doing, um it's quite easy to have a kind of shorthand communica-
tions, because a lot of the problem is time, so you need to find a 
quick way of communicating together, so, w£ ¿ q  think the same 
way about teaching which helps, because you are immediately on 
the same wavelength.
Here the (middle school) respondent suggests that this ideological similarity is 
more important than personality:
I mean obviously some personalities make it easier in that they 
might be more sympathetic. 3 M  hardest thing is a  person that 
actually feels a child should just be withdrawn and given a dose of 
this, that and the other.
Another (secondary head of support) verifies professional style is more signifi-
cant than personality: . - .
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I t hi n k i n o u r e x p eri e n c e t h e t hi n g w hi c h h a s m a d e t h e w h ol e 
diff er e n c e b et w e e n w h et h er it' s e a s y t o w or k wit h s o m e o n e o r 
diffi c ult is l h £ w a y i n w hi c h t h e y or g a ni s e t h eir cl a s sr o o m a n d t h e 
w a y, t h e t y p es of t e a c hi n g m et h o d st h e v u s e a n d t h e st a n d u p c h al k 
a n d t al k p e o pl e w er e t h e l a st t o a ct u all y s e e t h e p oi nt of a n y o n e 
c o mi n g i n t h e cl a s sr o o m a n d I f o u n d t h e m o st diffi c ult t o w or k 
wit h. U m, n ot n e c e ss aril y o n a p er s o n al l e v el, t h e y w er e v er y oft e n 
v er y a c c o m m o d ati n g a n d h a p p y t o h a v e y o u t h er e aft er t h e y' d tri e d 
it a n d pl e a s e d t o tr y a n d m a k e it w or k. B ut t h e n m o st diffi c ult i n 
t er m s of m et h o d ol o g y t o w or k wit h b e c a u s e y o u fi n d t h at y o u’r e 
s p e n di n g a b o ut 7 5 % of y o ur ti m e s at d o w n wit h t h e ki d s list e ni n g, 
a n d v er y littl e ti m e a ct u all y d oi n g a n yt hi n g a cti v el y.
E q u alit y i n r ol e s e e m s f or t hi s t e a c h er t o d e p e n d c e ntr all y o n t h e u n d erl yi n g 
p hil o s o p h y o f t h e cl ass t e a c h er:
T h er e is f or i n st a n c e, t h er e's o n e t e a c h er w h o v er y m u c h li k e s t h e 
c hil dr e n t o w or k i n mi x e d a bilit y gr o u ps, all t h e ti m e, or v er y m u c h 
a s f ar a s p o s si bl e. A n d t h er e y o u, t h at d o e s m a k e it e a si er, b e -
c a u s e, e m, y o u k n o w y o u m a y b e h a v e a gr o u p t o w or k wit h w h o 
ar e, w h o ar e w h ol e r a n g e, a n d t h e n y o u'r e r e all y w or ki n g al o n g si d e 
t h e t e a c h er o n a s ort of, s o m e ki n d of a n e q u al b a si s.
6  C o m m u ni c ati o n
It h a s alr e a d y b e e n s h o w n t h at c o m m u ni c ati o n is li n k e d wit h p er s o n alit y f a ct or s 
a n d si mil ariti e s i n i d e ol o g y. H o w e v er, c o m m u ni c ati o n e m er g e s r e p e at e dl y a s a 
di s cr et e s c h e m a i n r e s p o n d e nt' s a c c o u nt s, al b eit t h at it is t a citl y e n c a p s ul ati n g 
t h e s e ot h er s c h e m at a i n s o d oi n g. T h e si m pl e pr a cti c aliti e s of a d e q u at e c o m m u-
ni c ati o n, s u c h a s fi n di n g t h e ti m e f or it, e m er g e a s i m p o rt a nt. T hi s t e a c h e r 
s e e m s t o i n di c at e t h at r ol e s c a n n ot b e d e v el o p e d wit h o ut a d e q u at e c o m m u ni c a-
ti o n; h o w e v er, t h e e xi g e n ci es of s c h o ol lif e m e a n t h at a d e q u at e c o m m u ni c ati o n 
is r el e g at e d t o t h e o d d m o m e nt:
. . . . .   ’ - ,   i
It [ c o m m u ni c ati o n] is al m o st e x cl u si v el y i nf or m al a n d v er y oft e n 
t a ki n g pl a c e at b r e a k ti m e or l u n c hti m e or e v e n at t h e e n d of a 
l e s s o n w h e n t h e ki ds ar e m o vi n g o n t o a n ot h er pl a c e y o u c a n gr a b 
a f e w mi n ut e s.
C h a pt e r 8: T h e tr a n sf o r m ati o n o f r ol e s P a g e 2 3 0
An extract from another teacher's account substantiates the perfunctory nature 
of communication:
Em, when I go up to them and say, er, "We’re all right for tomor-
row morning", something like that or "We're OK this afternoon". 
Em, they’ll say "Yes, em em, I’m going to be doing such and such 
today, er, so that’ll be great having you in." That's it, I mean that’s 
as much as I ever get.
Another attests to its importance, and links it with the ability to get on:
[The success of support depends] ever so much [on communica-
tion]. I mean I'm not saying it's useless, I mean I do sometimes go 
into lessons, yea, which we haven't discussed at all before, . .  .but, 
yea, the more we've planned and talked it over together, then the 
more I actually get on with that person.
This teacher links communication integrally with the role she plays; without 
communication and time for planning, she resorts to withdrawal:
A) I sort of catch them at odd moments 
Q) Is that satisfactory do you find?
A) I haven't managed to really talk about things in any systematic 
way with them. I found that quite often I end up saying that, well, 
I'm going to take these children out of this class, and work with a 
group. Which is not what I consider ideal. But, but if you haven't 
done the planning together beforehand. I think it's sometimes 
inevitable because otherwise you don't really have a proper role in, 
in the class. 1
The following extract emphasises the fact that the supporter has to read the
i ■ , * •
situation in the class as a substitute for good communication:
I think the person coming in has to have a  fair amount of sensitivi-
ty and flexibility; you baveto be able IQ read Whai is going on and 
be able to slot that child into the programme because you don't 
have the opportunities for formal meetings and setting it up- I 
mean that’s very nice, but you don’t. You really have to be verv 
adept at reading what's coming from the teacher and melting in,
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7 Organisation
Methods of organisation emerged as a separate feature which would inhibit 
effective co-working. This respondent links it with personality:
I hope he hasn't seen me as being critical. But it could be that he's 
picked up some of my feelings about the way he has set out his 
class, which I have said to him on at least two occasions I think he 
should change so that I could get to the pupils I need, and it would 
do them good to be mixed up and spread around, because there is 
a tremendous amount of chaos and er er noise in the class. Which 
I find difficult to work with anyway so maybe it's just a combina-
tion of personalities and a conflict, I  feel he's not using his, er, 
management of lh£ class, the class is not working.
This head of special needs attests to the fact that children are aware of the dif-
ferences which exist:
Sometimes you will get a wry look from the child when something's 
going on in the classroom and they know i&  net the way ihaf you 
would da something um, they also are aware of differences be-
tween teachers methods and so on.
The following teacher seems to perceive a lack of possible development in her 
role as linked with her own unwillingness to press the issue on organisation:
They know that I'll fit in with whatever they have planned. I don’t 
make a  fuss. I don't harass them to find out what we're going to 
do, and "Could I have a four week plan, I'd like to work out some-
thing myself. Have you got a strategy here?", or whatever. I don't 
do that. So they probably see me as being quite happy to come in 
and er, do whatever is necessary. So they don't ask my advice on, 
on what... [how I'd organise ]. They will ask after a lesson about 
specific pupils. How I felt they'd got on, or if they were worried 
about somebody. So we will discuss a pupil. But it doesn't affect 
what I do with them the next lesson.
*. This comment is left hanging
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8 School policy
Very few comments related to the importance of policy issues in determining the 
success of teaming. However, they are significant in terms of the attitudes which 
develop, as these comments show:
And also he [headteacher] agreed that they took people who were 
light on the timetable and built them up with support. No back-
ground in support work. Nq  help. Nq  guidance. You are a  teach-
The following indicates that a policy obviates the need for some discussion, 
implying that such a policy lays out broad parameters for the role which should 
be adopted
In schools that actually have a whole school policy for special 
needs, and they have a special needs co-ordinator, there are regu-
lar meetings. Um, but in a school that doesn't, where special needs 
are a low priority, um, no it's very difficult, you have to actually get 
consultation times, yen have & snatch times, catch people at lunch 
times.
9 R o le  definition
This is presented as an addendum to this section, since it relates only peripheral-
ly to the question of schemata or constructs which participants employ in fash-
ioning roles in the classroom. However, many respondents raised the point that 
an explicit allocation of roles had in fact substantially eased many of the tensions 
about which they had been talking. One teacher, seemingly frustrated by the 
tensions of support, split the class into two, with the approval of the support 
teacher:
He [mainstream teacher] says "Right now, this week you lot can go 
outside with Mrs. and, er, you're going to do some extra work 
quietly out there with her, which relates to what we're doing in 
here. Now then you'll do yours next week, all right O.K. I know 
we're coming round to you". He has made it an extra, a special 
thing. So it's not seen as you take the poor ones out. He's mixed
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his groups so that everybody gets support. It makes his class slight-
ly smaller and more manageable, so he benefits, and they benefit 
because they've got an extra little group outside, and I thought that 
is really good.
She points to the fact that otherwise (ie outside this situation) role is not speci-
fied
I'm not sure . . .  hmy they ggg my EQk exactly, because il!s never 
til
Another had addressed the need to have specific areas, perhaps specific territo-
ries in the class:
We tried to [specify roles] in the form of zoning in that, you know 
wherever you are in the classroom you would feel responsible for 
that area of the classroom.
Here there is evidence of explicit role differentiation:
We decided that that [another system of support] obviously didn't, 
work. And so we ended making more use or splitting the class so 
that when... a particular problem in French was that when we were 
doing listening and speaking exercises, the whole class just couldn't 
concentrate on it. So wg were splitting i t  the French teacher was 
doing the speaking exercises with small groups while I was moni-
toring the rest of the group doing the rest of their exercises and 
that works § lot better. So it wasnt, a simple presence in the class-
room wasn't the answer but I suppose in the end what we did was 
to work out a whole new method of working which involved having 
two people to work with the class and having worked that out then 
it began Iq  work better.
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Preliminary discussion prior to cognitive mapping
The nine schemata drawn out at the beginning of this section serve as a useful 
way of marshalling the diverse thoughts, meanings and constructions of these 
teachers. While they serve as a means of organising this data effectively, they do 
not help to relate together into a meaningful whole the cognitive Gestalt which 
individuals were constructing for themselves. How are individuals, in Kelly's 
terms, construing the social world which they confront and of which they are a 
part? How are these constructs they employ inter-related? How do constructs 
and their inter-relationships mediate attributions about 'given' features of the 
team in order to give rise to emergent processes?
P a r t 2 : T h e co g n itive  m a p s
, Coding: As noted under Method, an adaptation of Jones' (1985) cognitive 
mapping is being used for this study. Jones writes of the mapping of constructs 
in which subordinate and superordinate constructs are linked. She further talks 
of 'second-order' categorisations, grounded in those of the interviewee but never-
theless reflecting her own perspective and research interests. The adaptation I 
use will make no pretence at drawing such distinctions. The 'constructs' elicited 
will be related to the interpretive schemata isolated earlier, and interrelation-
ships, superordinate or subordinate, will be marked if they are evident. The 
personal nature of the respondents' own construct systems will then be discussed 
in the light of this analysis, drawing out the bipolar nature of these personal 
constructs where this is evident and any superordinate and subordinate features.
For the purposes of the mapping, key statements are precised and boxed for 
clarity. Each box is numbered as an identification code for reference in the 
subsequent commentary. Numbers and the shape of the map are arbitrary in
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Jones' system; here, the numbers retain the temporal flow and logic (which may 
be of interest) by representing the sequence of the utterances. Where state-
ments are interrelated they are joined by lines. A continuous arrowed line indi-
cates a connotative relationship whereby the utterance at the end of the arrow 
appears to subsume or explain in some way the related utterance. Dotted lines 
represent tentative links between ideas. Shaded boxes represent the clearest 
elicitation of personal constructs and the labels in upper-case accompanying 
them represent what Jones calls second order categorisations, which are schemata 
grounded in those of the interviewee, but framed in the context of the research 
already undertaken. ; The personal constructs are inferred from these schemata 
in the subsequent commentary. I have omitted the use of Jones' positive and 
negative signs accompanying the connotative links since examination of the data 
indicates that contradictions or inconsistencies (indicated by a negative sign) 
rarely if ever occurred in the accounts of these interviewees.
M ap 1 - commentary and discussion •
i  ; ’ f
A  head of a learning support department in a secondary school. Four themes 
dominate here. Roles are clearly shaped for this teacher by the perception of 
threat, and by interpersonal factors. The threat construct might be termed 
threat v acceptance - a fairly simple dimension in which the respondent appears 
not to perceive hostility or suspicion but rather a fear which he is confident will
,  - • • : .. ,  c
translate into acceptance as the team situation progresses (1) J  Here, then, is 
explicit recognition of the emergent process in operation from this respondent in 
the confidence that with greater understanding between participants, threat will 
turn into acceptance. ;
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This perception of threat (as is the case with this construct in other interviews) is 
a  construing of the colleague's construct system (as in the sociality corollary, 
above).
Roles are also shaped, or transformed, to a much lesser extent for this respond-
en t by the interpersonal manner of the participants; for him, this might be 
termed easy [to get along with] v difficult [to get along with]. He sees himself at 
the easy end of this continuum, and perhaps because of this sees this construct as 
being of minimal importance. He can overcome difficulties by being able to ’get 
on with people', though here, as was made clear in the previous chapter such 
fraternity may mask inadequate communication. Perhaps because of this 'easi-
ness', communication appears for him to be less important than it is with some of 
the other interviewees. Communication for him is about 'planning' (9) and 
'meetings' (8) which are related to the importance he places on the professional 
schema. He explicitly says that the style of teachers is far more important than 
their interpersonal manner (3).
In  this last comment lies the kernel of this teacher's construing system and the 
central means by which he views the determination of roles in the shared class-
room. This comment about style is echoed, as the map shows, in other com-
ments about professional style and status (2, 10, 13, 18). For him, the profes-
sional schema is not one on which ideological differences figure largely; rather, 
there is the danger for him of not being seen as a professional (13) and this is 
caused by the style of the other teacher (2). It might be inferred that the con-
struct is professional v unskilled, with an inferred subordinate construct of pro-
fessional v redundant, as evidenced in 'main problem is being seen doing some-
thing’. This would clearly be subordinate to the construct of status - for him,
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high status v low status.
The relevance of this last set of constructs for the transformation of roles is 
manifest. The style of the classteacher is seen as a possible block to adequate 
role enactment; Adair (1986, see chapter 1) calls this role underload.
Interestingly, the search for role clarity evidenced in (17) substantiates the 
notion that there can be with certain colleagues a situational attribution - a 
recourse to team solutions in the face of difficulties.
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This teacher is a support teacher in a secondary support department. Clearly 
unhappy with her role, or lack of role, most of what she says is predicated on the 
notion of status, and her low status in the eyes of many of her colleagues.
For her, the superordinate construing system through which she views what 
happens in classroom teams is concerned with status and esteem. High self-
esteem v low self-esteem is subsumed under equal status v low status. She sees 
herself as not being on a par with certain colleagues (10), concluding (17) appar-
ently that support teachers do not fit even as a sub-set into the set of teachers in 
the way presumably that maths teachers or English teachers do. She is not a
i
'proper' teacher. She links this with not having any special qualifications. Her
i
low self-esteem is linked with a lack of qualifications, providing evidence of her 
construct filtering the information available to account for the difficulties she 
experiences. She makes a dispositional attribution having seen the range of 
possible causes of her difficulties through this status construct; through this 
construct, this template, she 'sees' educational background as the explanation for 
this low status. * . ,
This status is linked for her with the schema of territory, which for her seems to 
exist as a construct of marginal/alienated v feeling part/included. Marginality is 
determined by this low status. She says (3) that the welcome she receives is 
dependent on her relationship with other teachers, though interpersonal factors 
do not figure elsewhere in this way in her account. However, this good v poor 
relationship would seem in turn to hinge on the status which is accorded to her 
by the colleague (2).
M ap 2  -  commentary and discussion
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Similarly, status is the superordinate construct also for communication. It seems 
to be taken as a given that communication will be perfunctory, done almost as a 
m atter of routine duty, because of the low value which is placed upon the sup-
port teacher's contribution and status (5).
With this teacher, then, full development of her role is determined by the status 
which is accorded to her by others. This status construct comprises and accounts 
for many of the problems which are perceived in other areas such as communica-
tion. In contrast to the previous teacher, the style of the classteacher is unimpor-
tant. The emergent process is determined by the equal status v low status con-
struct.
Again with this teacher there is, with one other teacher, the successful search for 
role clarity in splitting groups (18). A switch to a situational attribution resolves 
many problems for the two teachers concerned.
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M ap 3  -  commentary and discussion
This is a teacher in a primary support team. Her emergent role appears very 
much shaped by her view of her colleagues’ professional and ideological posi-
tions. Her peripatetic status compounds any difficulties which she may have; 
since she moves from school to school the scope for her perception of infringing 
on the territory of others is magnified, and communication must also be made 
more difficult.
f
Nevertheless, the central means by which she judges the success of her attempts 
to fulfil a professionally satisfying role is through this professional/ideological 
schema. For her, the construct which appears to exist is of teachers as restora-
tive v teachers as preventative (after the continuum proposed by Wilson, 1988) 
in  respect of their views about special needs. Those who take a preventative 
view enable her to work in one way while those with restorative beliefs constrain 
her to fulfil a different role.
Though she does not make the links between different schemata explicit, they 
may nevertheless be inferred. Communication, for instance, is clearly centrally 
bound up in this mismatch of expectations, yet she refers to communication 
simply as a practical matter, where logistics seem to form the main obstacle to 
be tter understanding (6). At no point does she make the explicit link between
x
communication and reduction in threat or resolution of ideological problems.
»
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However, the link between the perception of ideological mismatch and that of 
infringing on another's territory is explicitly made in (2). Here there seems to be 
the feeling that in moving into the school, you may be moving into hostile terri-
tory - into a place where the ideology is alien to one's own; where people expect 
you to behave in a certain way. It is linked to (3) where she feels that she is 
being viewed as an 'outside expert'. The notion of outsider fits with the territorial 
analogy. She has to ’win over' these ideologically different teachers, but (one has 
to infer) she doesn't have the time to so do (6). She makes clear that the percep-
tion of this suspicion depends on the ethos of the school (4).
This notion of threat is echoed in (5) where she says she felt under attack her-
self. The construct might be inferred as attacked v accepted, and this is clearly 
subordinate to the ideological construct.
For this teacher, then, dispositional attributions are created from constructs 
which shape a view of colleagues' acceptance as depending on their ideological 
positions. This could be altered through communication, but the exigencies of 
her peripatetic role make this less than easy. There is the suggestion of a situa-
tional attribution in (4) with the recognition that school policy plays some part in 
her acceptance, but this is not extended to practical strategies at the classroom 
level.
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M ap 4  - commentary and discussion
This is a support teacher in a middle school. Her construct system seems to 
hinge centrally on the perception of the professional position of her colleagues. 
Practical considerations and constraints figure largely in her accounts, and she 
makes interesting distinctions between the upper and lower parts of the school in 
which she works.
The superordinate construct here appears to be concerned with professional 
practice; it might be termed formal teaching v informal teaching. It is reinforced 
and clarified by the way in which it can be used to distinguish between the upper 
and lower parts of the school. For this teacher, her role - as she would like to 
see it - is 'enabled' by the informal teachers, while constricted simply to the 
reading lady (5) with the formal teachers.
This superordinate construct is also seen as controlling the effectiveness of 
communication (rather than vice versa, as in some other accounts). In other 
words, the effectiveness of communication, and her acceptance is dependent on 
the way in which teachers organise their work.
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Another linked and subordinate construct is in organisation. The practical de-
tails of lesson planning are viewed by this teacher as inhibiting or enabling her 
ability to work effectively as a support teacher - inhibiting or enabling her role. 
This organisational construct - perhaps tight organisation v loose organisation - 
is subordinate to the formal v informal construct. With the 'good' teachers (3) 
she feels accepted ('part of the team'), with the intimation being that formal 
teachers are 'bad'. This suggests that an overarching construct might be found in 
good teachers v bad teachers. The organisation of the class means that she might 
feel 'like a spare part' (2,3,11), or very much relegated to the role of 'helper' (8).
A n ideological dimension enters in (4) but it is not clearly articulated and seems 
to be construed as subordinate to the organisational construct. Thus, formal v 
informal teaching subsumes any ideological concerns rather than the converse. 
It is these organisational matters which inhibit the enactment of an appropriate 
role rather than ideological concerns.
Throughout this account and from this analysis come dispositional attributions. 
The emphasis on organisation might have led to situational attributions but the 
overarching construct within which organisation is framed appears to be of good 
teachers v bad teachers.
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This is a support teacher in a middle school. Her construct system incorporates 
a  number of constructs which turn, interestingly, on what appears to be a super-
ordinate construct in communication. ' j
While there are comments relating to the schema of territory, as noted in other 
accounts, a more prominent schema is in threat (2, 3, 7). However, this respond-
ent opens up this schema more fully than the others, disclosing that it is integral-
ly bound up with the willingness to accept a discourse (3, 7) about ways of work-
ing. She talks of colleagues who are 'open' (2) rather than being threatened. 
H er construct might therefore be labelled threatened v open, indicating that it is 
subordinate to a construct she holds about communication.
H er concern over status means for her the interpretation of her professional role 
by both colleagues and children (6, 8). It is not, as in another account, related to 
w hether or not she is seen as an 'equal' by them. This professional status is 
translated in (6) as being concerned with her specific role. It might therefore be 
labelled restorative teacher status v teacher status. The ideology of the teacher she 
is working with is of importance to her, though this receives only a brief mention 
(9). Organisation is also mentioned briefly (10).'
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Perhaps the briefness of these last two mentions hinges on the most interesting 
of her constructs, that of communication. It has already been noted that threat 
for her is bound up in the ability and willingness to communicate. The extracts 
in (5 ,11,12 and 13) indicate how clearly for her, her role is determined by this 
ability to communicate, which might simply be termed good communication v 
poor communication. In (5) is seen a clear demonstration of how her role is 
shaped by her ability to communicate with individuals, while in (11, 12 and 13) is 
seen the most manifest link between this need to communicate and the impor-
tance of appropriate role definition. This is more than a simple desire to 'get on' 
with others, to maintain a camaraderie, or to establish a fraternity. This is a 
desire to forge a discussion about appropriate ways of working.
In these comments relating to communication is a signal demonstration of situa-
tional attribution. In (11) particularly is expressed a need for role clarity, and in 
(12) and (13) a need for the communication and 'reflection' which will enable its 
attainment. Only in (2) and (3) is there any sign of dispositional attribution. 
H ere the idea of threat is subsumed under the communication which will enable 
the kind of role definitions which will facilitate easier team working.
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Map 6 - commentary and discussion
This is a head of support in a secondary school. The construct system is similar 
to the last one in several respects, notably in the situational attribution ultimate-
ly made.
Threat is not as clearly perceived as being due to inadequate communication as 
it was in the last interview. Rather, the perception of threat is ascribed to per-
sonal features of the teacher: confidence (1) or discipline problems (2) causing 
in this teacher's mind the perception of threat. The construct appears in this 
respondent's mind to be linked with personality: it might be called high self- 
regard v low self-regard on the part of the teachers with whom she works. She 
linked threat, at least in the sequence of her account, with territory: the specific 
territorial marking shown by (3) subsumes a range of expectations concerned 
with the proper role of the 'remedial teacher' and fear about having someone 
else present.
Organisation, construed apparently as formal teaching v mixed ability teaching, 
restricts the role she is able to fulfil (6, 7, 10). She feels like a 'spare part’ in 
some classes.
!
While it is not a superordinate construct in the sense that it was for the previous 
respondent, communication (good communication v poor communication) is 
important in the construct system of this interviewee. Subsumed under it is the 
notion of role clarity; in (4) and (8) are clear statements that good communica-
tion will be about establishing procedures. In turn, role will be positively shaped 
by a greater emphasis on this communication. In this interview, then, there are 
both dispositional and situational attributions.
Chapter 8: The transformation o f roles Page 252
\ PERSONAL 2 THREAT/SUSP1C10N 3 TERRITORY
Response to me 
varies a lot It 
depends on the 
confidence of the 
teacher
Without exception, they 
(the ones that are 
difficult to work with] are 
the ones with oiscipline 
problems. They seize up 
and don’t want you there
Sometimes I’m asked to 
sit in a particular chair 
-  those are the ones 
we're still fighting
T
COMMUNICATION j 5 PROFESSIONAL ; 6 : 7 ,
We’ve tried to have Sometimes 1 don’t have With some teachers, If colleagues stick
regular meetings but the subject knowledge. depending on what they're rigidly to a text
time is a problem, It’s quite frightening doing - like watching a video book, there Is
Trying to talk before but good to know what - you can feel like a spare little role for you
orafter a lesson is the kids feet tike part
often impossible
. 10
The m3in problems 
come from not having 
agreement on classroom 
management procedures 
- it sometimes isn’t 
appreciated if we get 
up and move around
You don't know 
whether to Intervene 
or not if there Is 
poor discipline
We're most use when 
there is a wide range 
of teaching and 
gaming styles in the 
class
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A  primary support teacher. Organisational concerns seem to shape her con-
struct system.
The utterances in (1, 2, 3 and 5) show interrelated a number of schemata with 
the superordinate construct of organisation. Threat, with the mention of defen-
siveness, criticism and confidence is seen to depend on the perception of a 
teacher's organisation. This organisation is seen quite specifically in the ability 
to be flexible. Thus, rigidity v flexibility is suggested as the bipolar construct 
here. Rigidity inhibits the support teacher from enabling any development of 
her role. A  different construct is also suggested under organisation in (10 and 
11). Here, practical day to day matters impede effective working - and, it might 
be inferred, effective communication - with the host teacher.
Ideological differences also account for differences between teachers as seen in 
(4 and 8). She says that she has to be on the 'same wavelength'. Communication 
is seen as a secondary process here; it follows the similarity in thought rather 
than generating it. The emphasis is clearly dispositional rather than situational.
'  " ?
However, in (6 and 9) there is something of a contradiction to this. The success 
o f support is seen to depend on the communication, not the person. The success 
o f support depends on a set of skills for working effectively.
H ere again is a mixture of dispositional and situational attributions with a clear 
move toward the end of the interview to the expressed idea that the effective 
fulfilment of her role depended on the acquisition of skills, rather than a set of 
amenable personalities.
M ap 7  - commentary and discussion
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A  support teacher in a secondary support department. Most of her construct 
system revolves around the construct of personal space, which she mentions 
repeatedly.
Communication is evidently not much of a problem for her. However, status is 
mentioned in terms of how she is being seen by colleagues (4 and 5): equal status 
v low status. This however, is not related to any operational strategies in terms 
of specifying roles. It is a dispositional attribution. She links the lack of status 
with the lack of ownership, of territory.
Organisation is mentioned as a practical problem (6 and 7). However, commu-
nication is not talked about as a means of structurally resolving these problems, 
but rather as a means of getting on, of 'having a little chat' (1) - promoting fra-
ternity. The roles which emerge out of this process will be different from those 
which emerge out of a detailed analysis of the class activity when two or more 
people are present.
The need for territory or personal space, and the sensitivity about 'violating' (9) 
the  space of another emerges as the superordinate construct. Her status is 
lowered because of the lack of it, host teachers may be sensitive (1) because she 
infringes on it and communication is relegated to informal chats (1, 2) perhaps 
because of sensitivity over the issue. Only limited development can take place 
here.
M ap 8  - commentary and discussion
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One might try viewing the world through this set of constructs. Toward which 
. kind of attribution, dispositional or situational, will the gaze be concentrated? In 
Weiner's model (above, p 210), it is clear that such constructs will encourage the 
line of sight toward the stable dispositional quadrant of the diagram. The fault 
in  support teams is seen lying in an almost constitutional, inviolable desire for 
territory. Such a world view will tend the viewer toward the strategies that she 
has in fact adopted to ameliorate the tensions which emerge: informal chats (1) 
and the willingness to be adaptable (6).
Concluding discussion
The interviews have yielded valuable data and analyses about classroom teams. 
The instruments used in the analysis have proved appropriate and valuable. The 
sample was appropriate for the nature of the study. However, at certain points 
the respondents’ knowledge of my interest in the area might possibly have occa-
sioned a certain amount of caution in their replies. This possible shortcoming 
may well be counterbalanced by their trust in me, which would not have been the 
case had I made strenuous efforts to locate interviewees who. knew nothing of my 
work or research interests.
It has been possible to unfold further the categories revealed in the network 
analysis of the previous chapter. The pedagogic concerns identified were found 
to  subsume constructs about professional status, leadership and skills, as well as 
routine matters. Affective concerns in the establishment of role were also identi-
fied. The current study reveals some of the thought processes bound up in this 
professional/affective formulation and its transformation. The constructs and 
attributions at play (and their part in determining the weightings put on different 
areas of these networks) are revealed for their place in shaping the kinds of team
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which may emerge.
In  general terms, the data and analysis in this chapter support the model pro-
posed in the introduction to this chapter, an elaboration of that in chapter 2. 
The hypothesis based on this model is supported.
The first part of the hypothesis related to the mediating constructs which team 
members used in making attributions about the working of the team. Through-
out the interviews there is evidence that respondents are making distinctions 
between the different team members with whom they work, and that the con-
structs which are employed, both by these respondents and by their colleagues, 
shape the ways in which their roles are formed and developed. It is clear here 
that roles are only loosely formulated at the outset, if indeed they are formulated 
a t all, and that the degree of development which takes place in the understand-
ing of these roles is dependent on the constructs employed by the participants.
Further, the constructs employed can be seen to contribute to the nature of the 
attribution made about the tensions in the working of the team. The constructs 
employed and attributions made show some interesting similarities. For in-
stance, map 2 and map 8 share a concern about status and territory, with attribu-
tions in both cases being dispositional. Maps 5 and 6 share a view of communi-
cation as a means of establishing role definition (a situational attribution) rather 
than as a means of getting on better with the other person - the fraternity of the 
previous chapter. Indeed, fraternity emerges here also as an important ingredi-
ent in the working of the team.
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A  further categorisation of the constructs identified in this chapter is made in the 
next chapter (chapter 9). • . '
The distinction between dispositional and situational attributions posited in the 
model at the outset proves to be a useful one. Evidence for it takes a number of 
forms in these analyses. In accounts 1 and 2 the teachers talk of the need to split 
the class in one way or another to resolve the difficulties, while in 5 and 6 there 
is the desire through communication to come to decisions about the team proc-
ess.
The other central distinction made at the outset was between status solutions 
and definitional solutions. Evidence is clear for both. Status figures largely in a 
number of interviews and its construal, either by the interviewee or her construal 
of this construct in the co-worker, will harden the attitude toward the working of 
the team. Here again, fraternity may be used to attenuate these difficulties. The 
resort to status serves, as was expected, to keep the participants in separate 
'camps' with attenuation of tensions, but without their resolution.
O n the other hand, definitional solutions exist as discrete schemata, unconnected 
in any important way with the complex set of constructs used to account for 
dispositional attributions. This is perhaps a symptom of the fundamental attribu-
tion error that is part of our culture; we have a sophisticated set of mechanisms 
for allocating and apportioning 'blame' to individuals (including oneself) rather 
than to the systems within which we behave. Thus, the schemata for role clarity 
or role definition exist as discontinuities with the main bodies of the cognitive 
maps where they are mentioned. They exist almost as addenda to the thoughts 
o f these individuals. This is particularly clear in Maps 1 and 2, where no connec-
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tion is articulated between these ideas and others. Where role clarity is con-
nected to other schemata, as in Maps 5 and 6, it is connected to the need for 
communication, to the need to discuss what the role might be with one's partner 
in the classroom.
In one sense at least the disjunction between this schema and others may be 
viewed positively. In the sense that the role solutions are not 'contaminated' with 
the dispositional attributions, they may provide a relatively unproblematic way 
forward.
The second part of the hypothesis posited that emergent processes would be in 
accordance with the expectations of attribution theory. Certainly, dispositional 
attribution appears to dominate in these accounts as fundamental attribution 
error predicts. In terms of the stable or temporary features of the situation to 
which respondents refer, nearly all reference is to the stable dispositional 
quadrant, with some reference to the stable situational quadrant (in mentions of 
school policy and role definition). No evidence for the specific nature of disposi-
tional attributions was found (eg intentionality, forseeability etc). Questioning 
specifically directed at these features would need to be devised if it were felt to 
be  relevant in future research.
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CHAPTER 9 
THE PROCESS OF 
ROLE MAKING AND 
ROLE TRANSFORMATION
Introduction
The previous two chapters in the second part of this research related to the 
formulation of individuals' roles in shared classrooms, and the transformation of 
these roles.
While it has been possible to examine these roles and the mechanism behind 
their transformation, it has not been possible to look at the process which 
accompanies it. This chapter will examine the evolution of that process, while at 
the same time serving to validate the findings from the previous studies.
If  the previous chapters have shown anything, it is that the process of role defini-
tion in classroom teams is by no means simple. The culture of schools and class-
rooms seems almost to eschew clear role definition in these new teams, prefer-
ring to conceptualise the collection of people in classrooms not in terms of 
teamwork, but rather in terms of concepts such as 'parental involvement' or 
'learning support'. The consensual understandings which are reached about roles 
are  arrived at on the basis of the participants' personal understandings about the 
tasks to be done, and the kinds of things which they think they and the others in 
the team ought to be doing. , :
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As noted in chapter 7 these tacit understandings are built essentially around 
pedagogic and affective concerns. A number of schemata have been shown to be 
involved in the transformation of these concerns, in the process of what Turner 
(1952) has called role-making. This study will seek evidence for the emergence 
of these various schemata and the constructs which accompany them. It will also 
seek evidence for the resort to different kinds of solutions (status/autonomy 
solutions or definitional solutions) which it was posited were the likely result of 
holding particular construct systems.
While it was possible to infer the link between sets of attributions and constructs 
on the one side, and particular kinds of solution to the problems and tensions 
which participants face on the other, it has at no time been possible to observe 
this link in practice. This study may reveal some evidence for this process.
Method
As in the previous studies, the notion of grounded theory guides this research. 
Glaser and Strauss (1967) - to take the discussion of their ideas forward in rela-
tion to this study - describe grounded theory as 'a running theoretical discussion, 
using conceptual categories and their properties' (p 31). Those categories have 
been disclosed in the previous two studies. The discussion will be continued 
here and the conclusions of the previous studies verified through the use of a 
different methodology.
participant observation
The method to be used in this study is participant observation. Burgess (1984) 
points out that in participant observation it is the researcher who is the main 
instrument of investigation. The value of participant observation is that it ena-
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bles the researcher to collect rich detailed data based on observations in natural 
settings. He says that
. . .  researchers can utilise their observations together with their 
theoretical insights to make seemingly irrational or paradoxical 
behaviour comprehensible to those within and beyond the situa-
tion that is studied, (p 54) J
Cohen and Manion (1985) point out that participant observation enables the 
investigator to discern ongoing behaviour as it happens and make appropriate 
notes about its salient features. It enables researchers to develop an intimate 
relationship with those they observe in more natural environments than those in 
which experiments and surveys are conducted.
However, questions about validity must be answered. There may be the charge 
that participant observations may be subjective, impressionistic or biased, and 
that findings may have no relationship to other similar situations that might be 
studied. There may also be questions about the validity of the method due to 
doubts about the representativeness of the particular situation being studied.
While Cohen and Manion give several means of checking on the validity of case 
study data (such as 'snowball sampling' and 'the search for exceptions') these 
seem  to me to be unsatisfactory. They are in effect methods on checking the 
internal consistency of the data rather than its validity. There is no inherent 
means of checking on the validity of case study data, and as discussed in chapter 
4 a  search for such methods may in any case be misplaced. Indeed, Denzin 
(1970a) rejects - for reasons already discussed - the notion of validity in qualita-
tive research, preferring the term 'goodness' by which he means the precision 
and completeness of the data. This notion can be related to Glaser and Strauss' 
(1967) 'saturation', discussed in the last study.
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However, the representativeness of the data can be checked by comparing it with 
research on the same topic using alternative methods. In this sense this present 
study should be seen as complementary to the previous study. Both focus on role 
in  the classroom team, where the support teacher constitutes that extra person, 
yet different methods are employed in this investigation.
Bastin (1985) sees such a mixed method approach as a necessary ingredient of 
the anthropological approach, from which participant observation is derived. He 
says that the aim is t o . . .
obtain an intimate knowledge of the research community . . .  using 
the more formalised techniques of social surveys [and] structured 
interviews . . .  with information obtained through participating in 
everyday affairs and observing behaviour as it occurs, (p 94)
Burgess (1984) distinguishes between four types of participant observation:
1 Complete participant, where the observer never makes his or her true 
identity known.
2 • Participant as observer, where observers make their presence known but
attempt to become a 'normal' or 'acceptable' person within the group’s 
activities.
3 Observer as participant, where contact with informants is brief and 
informal and openly classified as observation - as in surveys.
4 Complete observer, where the researcher does not directly participate.
In  this current research, I shall be acting as participant as observer as far as team 
colleagues are concerned, although acting as a complete participant with respect 
to  the children in the classes in which I participate.
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Denzin (1970a) notes that the participant observer uses a range of methods: 
collecting and analysing documents, interviewing informants, direct participation 
with introspection and direct observation. It is these last methods - introspection 
and observation - which will be employed most extensively in this study. The 
attempt was as far as possible to become one of the team; thus comments were 
not elicited directly from children or adults, though relevant comments made as 
part of normal interactions or lessons were recorded as faithfully as possible in 
the diary.
Research instrument - the diary
While the record of interviews is in the interview transcript, the record of partic-
ipant observation is generally taken to be in the notes of the participant observ-
er. These comprise a record of thoughts, feelings, interviews and observations.
As already noted, the current participant observation focused primarily on the 
feelings and introspections of the observer. This was for a particular reason. In 
much participant observation much is made of the process of 'role making and 
role taking' as part of the participant's wider objective of examining the organisa-
tion under study (see for example Olesen and Whittaker, 1970). However, in the 
present study this very process was the subject under investigation. For this 
reason, reflections on this process are particularly apposite. This process of role-
making constitutes the central theme of this study. The process of formulation 
and crystallisation of ideas about the role which emerges is of central interest 
and the reflections of the participant will be the principal focus in this enterprise.
A  diary was kept in order to access these thoughts and feelings. The term diary 
is used in preference to notes, since its central purpose was to record personal
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insights and reflections. The diaiy - as an instrument - is the subject of surpris-
ingly little discussion in the literature about qualitative research. However, its 
pedigree as an instrument is impeccable, and indeed, could be said to constitute 
the origins of participant observation in the work of Malinowski (eg Malinowski, 
1922, cited in Malinowski, 1982). The diary's use by Malinowski seems to have 
originated what would now be called a paradigm shift in the outlook of social 
anthropology. Its use, as an instrument, enabled a fundamental shift in the way 
that the discipline was conceived. Rather than using general descriptions and 
informants' statements about life in the society under study, the diary enabled 
rich detailed data to be collected. It enabled insights to be made into perplexing 
behaviour. Its use epitomises what is currently considered best (by education-
ists) about the anthropological method. Given this background, and given the 
importance accorded to the methodology generated by Malinowski, it is surpris-
ing that so little attention has been paid to the diary per se as an instrument of 
research.
The diaries of Malinowski (1982) vary in style; comments in telegraphese merge 
into the poetic. His stay in the societies under study represented periods of 
years, rather than weeks. There can be no attempt here to emulate either the 
poetry of his style or the intensity of his observations. Indeed, Bastin (1985) 
m akes it clear that participant observation can successfully be undertaken in 
weeks rather than years and that the length of time required to make an analysis 
depends on the amount of prior knowledge of the organisation under study and 
the  research context of the study. In the case of the current study, this element is 
fram ed in detailed prior research and knowledge about the teams under study. 
I t is therefore considered legitimate to undertake what (in the time-scale of 
participant observation) is a shorter study, spanning a period of ten weeks.
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The situation in which participant observation took place 
The school is a comprehensive school in which the remedial department has 
become a support department. All details of the school are withheld in order to 
protect complete anonymity. Although some remedial withdrawal still occurs, 
much of the work is undertaken through support. The head of the support 
department, Mrs A, is a person of some experience who works using both sup-
port and withdrawal. Herself, another teacher, a part-time teacher and two 
ancillary helpers, P and Q, comprise the support department.
I  worked in the classes of three teachers. X is a science teacher in his first post- 
probationary year. Y is a teacher of French. Z is a geography teacher. Both of 
the last two are experienced teachers. The reader is referred to appendix 1 
(extracts from the diary) for a fuller understanding of the styles of these teach-
ers. At times, the ancillary helpers, P and Q, were working alongside me in these 
classes.
The school uses a system of 'non-random mixed ability grouping' - essentially, 
setting. This adds uncertainties and tensions to the support teacher's role, which 
are  discussed in the results. These tensions and the general atmosphere of the 
school can perhaps best be ascertained through reading the transcripts of the 
diary, selected parts of which are given in appendix 1.
Procedure
The school was visited for one afternoon a week for ten consecutive weeks. I 
told Mrs A, the head of support, that I wished to be treated in every respect as 
another member of her team. I told her that I was updating my experience 
(which was true) and that I would be using my observations in my research. This
Q iapter 9: Page 268
The process o f role making and role transformation
was explained to relevant staff, who were told by Mrs A of my interest in support 
teaching and my desire to find out ’what it's really like'. The children were intro-
duced to me in various ways, discussed in the diary, and the teachers' own per-
ceptions of me are also discussed where these seem to represent more than an 
ingenuous acceptance of the given facts.
Further details of the situation under study and the procedure adopted are inte-
gral with the study itself and where necessary are discussed.
r .
Becker (1970) suggests that there are three stages in the analysis of participant 
observation data: 1) the selection and definition of problems and concepts; 2) a 
check on the distribution and frequency of these phenomena; 3) the incorpora-
tion of individual findings into a model of the organisation under study. Broadly, 
this three stage model will be followed, though much in the way of definition and 
selection of problems has already been undertaken in the previous two studies. 
Thus, the first stage of establishing categories having been completed, the study 
concentrates on the second and third of Becker's stages: checking on the fre-
quency and distribution of the phenomena (this was done by highlighting key 
words or phrases in relevant diary entries and then grouping these under the 
schemata derived from the previous study), and incorporating the findings into a 
model. This model will be presented in the discussion to this chapter.
Results
Categories . ■
The categories which emerged from both of the previous studies proved, on 
analysis, to ’fit' the data from this participant observation. However a different 
pattern  of category usage emerged from that arising out of most of those results.
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The frequency of each of the categories employed in accounting for the difficul-
ties of teaming places them in the following sequence from most frequent to 
least frequent: 1) organisational differences; 2) lack of role clarity; 3) status 
concerns; 4) communication difficulties; 5) interpersonal factors; 6) perception 
of threat. This admixture is conjoined in a variety of ways depending on the 
colleague with whom I was working. The above represents an overall picture.
Illustrative comments from the diary categorised by interpretive schemata 
1 Organisation/ideology
B y  contrast with the previous two studies, the main schemata I used in account-
ing for the difficulty of working alongside others was that of organisation. Organ-
isation is used to describe the way in which the lesson is structured. At times this 
enabled me to fit in and work easily and naturally, while at others it stopped me 
from  doing anything useful. Take this as an extract from my diary about X's 
science lesson:
None [of the children] understands what they are doing or why 
they are doing it:
GT: Why have you put the plant in that red liquid?
Child: It's carbon dioxide.
Where do I begin to explain? Two degrees in the social sciences 
do not equip me to provide a good explanation, and I suspect that 
even if I had a Nobel prize in chemistry I couldn't begin to get 
through the pupils' confusions. Help 15. limited Iq  procedural 
advice: Put tne card round this one; draw this here; now do this. 
But the confusion in the lesson generally is such that my presence 
merely ajts as an aid to attention for the pupils for as long as I am 
present.
Much of my concern related to what to do when the lesson was taken 'from the 
front’:
*. Editing notation here is identical to that in chapters 7 and 8.
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my presence is superfluous, as it seems to be with all 'central' activ-
ity, le activity focused upon a central focus . . .  To break into such 
activity [lesson from the front] would be intrusive and counter- 
productive..
A t times the concern turned to whether these organisational frictions could be 
ameliorated through my intervention in the organisation of the lesson. This, 
however, immediately led to concern over the effect on the status of the clas- 
steacher:
Throughout all this is the question, should I intervene by raising 
my voice and taking a higher profile, rather than merely support-
ing. To do so would undermine rather than support and would be 
de-skilling for this young teacher. Such team teaching would have 
to have been well-planned in advance, with agreed aims and meth 
ods.
There is the suggestion here of a situational attribution in the search for plan-
ning.
I amplify the point here, in reflecting on the way that the children have been
brought in at the beginning of the lesson (week 3).
This kind of error is so clear yet it is the kind of point which it is 
extremely difficult pat over lQ a colleague, especially when one 
is ostensibly at least trying to help those children who have particu-
lar difficulties. I suppose that the only real way is through example 
and team teaching
H ere, though, with the reference to 'example' is a resort to dispositional attribu-
'  1 • - ,  ’• ‘ ■ 1 
tion, with the suggestion almost that indefinable qualities inhere in people. The
implication is that these can be modelled but not defined or explicitly articulat-
The concerns over 'central' activity were also found in Y's class, even though hers 
was a  very different environment, more controlled and better organised:
C h a p te r  9: Page 271
T he process o f role making and role transformation
Here again I find it difficult fo know what 12 dû in ihis 'centrally' 
organised activity. The teacher, Y, is working with the whole class, 
asking them questions in French. How do I help the boy I'm sitting 
next to without seriously disturbing the flow and the sequence of 
the teacher's work.
Such concerns are in the following extract extended to the nature of the work 
expected of the children. Often this was such that there was simply no role for 
me to fulfil:
'Support' in this situation, where the children have a limited time 
to complete a task (filling the appropriate word in the blank space 
in sentences) essentially means telling the children the answer, or, 
hardly better, giving them such gross clues that they cannot fail.
The task seems meaningless and my support equally so.
The same is true here, from X's lesson:
My responses can also only be procedural, given the inappropri-
ateness of the task for this group . . .  My support has been periph-
eral, and procedural, only serving very transitorily to focus the 
children's attention as I talk to them . . .  I feel frustrated at the 
inability to intervene in this confusion. Again, to do so would only 
undermine the teacher.
and here in Y's:
The lesson goes on mainly in a chalk and talk vein, in French. My 
help is again limited to merely repeating to the child what the 
teacher has said; it would be pointless to give the answer, and 
prompting or more elaborated help seems unproductive
In  the following, I suggest again that the method of organising the class and the
children's work means that my role is very limited:
To inject a new factor - such as a support teacher does not neces-
sarily improve the situation - one can only dabble at the edges.
The children's understanding of what they are doing in the lesson 
I'm supporting in at the moment isn't improved, neither is their 
understanding of why they are doing it. I  merely help them 
through the itinerary,
T h e  point is reinforced here:
Of its kind the lesson is good - i£s just that there is nothing for me 
12 ¿2 in the actual lesson, partly because these children are setted 
already and this teacher has effectively addressed the question of 
how she will make the curriculum accessible to all children.
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In the following extract the problematic nature of sharing the organisation is 
made explicit. However, the sharing is put in the context of being fragile again 
betraying the belief that the nature of this sharing process is almost sub-verbal, 
beyond explication:
The centre of control moves back to X as I finish my talk and the 
fragile nature of control and sharing of control becomes more 
clear as the carefully established rules of conduct I have estab-
lished are immediately neglected and violated by X. It is surpris-
ing how quickly the children perceive this and how quickly the 
; control collapses as he takes over.
Moving onto Z's geography class, I here suggest that effective organisation of the 
lesson helps set the parameters of my contribution. There is no tension about 
how I can broach the fact that the work is inappropriate, because, in the main, it 
is appropriate:
It is in fact much easier in this lesson since the work is correctly
Eitched for most of them and they know what they are supposed to e doing and why they are supposed to be doing it.
Ancillary Q makes a similar point about the organisational styles of the teacher:
Differences between staff are seen [by Q] to be all important. She 
finds it extremely difficult supporting some staff: one teacher 
simply asks children to copy from books, and here her support, she 
feels, is totally wasted.
A  conflict in ideology is suggested in the following, where the nature of special
needs is at issue; lack of understanding or adequate communication would seem
to be behind this. In an ideal world, support teachers would be able to discuss
their understanding of the notion 'special needs' fully with their colleagues. The
exigencies of school life make such discussion impossible.
I help those who Z flagged to me as in most need of help, though 
to me it is not that obvious that it is this group who is most in need 
of support. They seem to be getting on OK, or at least no worse 
than anyone else. Those who need most support (of whatever 
kind) are the three girls, who are not concentrating at all, are 
talking and shouting at one another, and doodling in their books.
Raises questions about the nature of what is understood bv 'spe-
cial': here, where the work is fairly appropriate, the most special 
needs are those of the girls, even though they are among the 
brightest.
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The following, a record of a conversation taken after a lunch-time meeting I had 
led with the staff, indicates that it is the routine, rather than the professional, 
aspect of support work which is most appreciated by this teacher (Z). It might be 
inferred from this that by focusing on routine matters, she is saying that all the 
ambiguities and tensions generated from having an additional professional 
present are eliminated. She seems to be saying that it is not only possible to 
m ake the work of the additional person explicit, but it is also preferable to make 
it explicit through defining a set of well-understood tasks. The sentiment is
echoed in a comment also made by the deputy head.
» ■
She [Z] also makes the point that it is extremely valuable having 
someone else competent in the classroom, not for any 'high falutin 
academic reasons! but Simply to assist with simple routine matter«; 
because the teacher can't be in two places at once. What she is 
saying seems to reinforce the point made by the Dep Head at the 
end of the meeting: the support that one offers is appreciated 
more as an extra pair of hands than as a skilled teacher
2 Role clarity
T he simple issue of what one ought to be doing arose again and again in the 
diary. We can begin, here, to make the link between the routine schema of 
chapter 7 and the situational attributions of the last chapter. This is from my 
first lesson with X:
I ask the teacher at the start how he would like me to provide 
support: to individuals, generally, or in some other way. He’s not 
sure i  as they seem îq  need i t  Discussion with P, the ancillary 
support has already revealed that shg. is very unsure about what 
shg should he doing. She doesn't have a specific group of children 
to help.
This lack of clarity and definition is here seen to be enmeshed with the organisa-
tio n  of the lesson. Without clear goals for the children, it is not evident what 
one's role is:
There is some extremely unclear instruction to get test tubes and 
undertake the experiment. I £êê! redundant while the explanation
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is going on: more than redundant - embarrassed both for myself, 
and for my colleague. Anxious to be providing 'support' now that 
the explanation has finished I look around to see if anyone seems 
to be unsure about what to do. There is a general air of disorgani-
sation - pupils are wandering around, shouting in a fairly good- 
natured way to one another, spraying water at one another. There 
is HQ obvious way Iq  provide support 1q  any ef these groups: they 
all patently need support since the lesson was taken so badly, the 
instruction so inadequate.
The same is evident in Y's class, though hers is better organised, with clearer
goals; with her, paradoxically, it is the clarity of these goals and the efficient
nature of the organisation which leaves the supporter without a role:
There are about fifteen children in the class and I sit (randomly - 
again, the teacher doesn't have any specific preferences about 
whom I should support) next to a boy called N . . .  [the following 
week was much the same . . . ]  I go to help the group of four chil-
dren who are nearest to me; this seems to be as good a criterion as 
any for identifying children who need help . . .  Discussion with the 
classroom assistant (Q) as we are going out reveals the same 
problems as I have been sensing: not knowing who to help, how tQ 
help them, when tQ intervene, whether one might bfi intruding.
I raised this matter in my meeting with staff, and there was clearly some empathy 
from  the supporters:
I start by talking about how to target those in need of help - par-
ticularly if the organisation of the year groups is by setting and 
there is therefore a fairly homogeneous group of children in each 
set - and there are assenting nods from those who provide support 
in the school.
Concern over lack of effectiveness in X's lesson led me to believe that only joint
planning could resolve many of the difficulties. Here, then, is a sign of a shift
from  the dispositional attribution being made earlier, to a situational attribution:
It can only be meaningful if I can share with the teacher some 
ideas about what tasks are useful and meaningful for these chil-
dren, if w q  Im s. jLQiai planning âbifflî ihg leashing objectives and 
content.
H o w e v e r ,  in reflecting on Y's lesson, I change my mind, in the belief that special-
ist subject knowledge should not be predicated on a concern for the discomfiture 
o f the support teacher. I here seem to be suggesting that a support professional
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is in fact intruding into what seems an appropriately organised lesson. To intro-
duce concerns about effecting team teaching would be to divert attention from 
the subject teacher's main focus. It would, in effect, subvert a carefully worked 
out programme, which has been planned to fit in with the school's organisation:
My reflection on this does not suggest to me that team teaching is 
the obvious and necessary answer to support in this situation. The 
children are doing the same work as the other children in this year
S and it appears to me as a non-specialist that it is being well- t . . .  is it possible to go into a whole set of classrooms, each 
witfi a different subject being studied, and be knowledgeable 
enough in each to enable one to team teach effectively in each 
situation? I doubt i t . . .  It is not for me to suggest that the chil-
dren are achieving very little from these exercises . . . There 
appears to be a delicate balance between different factors: teach-
ing style, content, expectations, children [ie nature of group of 
children] which teachers establish taking into account all these 
factors; each is dependent on the other and the result is the best 
possible result with the given constraints. To inject a new factor - 
such as a support teacher does not necessarily improve the situa-
tion - one can only dabble at the edges. <
In  the following I reflect on the kind of task I have been doing in classes. In so
doing, in making such a 'task analysis', I make a point almost identical to that
m ade by Z and the deputy head, above:
one is providing procedural help to children and as often as not 
administrative and procedural help to the teacher. As such, a 
competent ancillary is as effective as a trained support teacher; 
indeed may be more effective. It may mean that there are fewer 
tensions in Ihfi. class, k ss  ambiguity about who should be doing 
what.
T he way roles are framed by school policy is highlighted from this diary extract 
about a session in Z's class:
This perhaps also brings into play the whole question of a whole 
school policy for special needs and whether it should be stated at 
the outset that the support teacher is there to support the teacher 
as well as the children. This would put on the agenda at the outset 
the issue of establishing ground rules for collaborative work. My 
(our) rules in this situation are rapidly developing into teacher up-
front, me as the assistant, only taking the up-front role when the 
teacher is out of the classroom.
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3  Status
Status figured largely in my accounts, especially in X's class and in Z's. My main 
concern here, I think, was with my own 'survival' if and when we went to team 
teaching. I was concerned that by association with certain styles of teaching I 
would be viewed as less than competent by the children. A number of factors 
compounded this; there was the concern that one could not establish authority 
w ith the class, since by so doing, one would be undermining the authority and 
self-esteem  of the classteacher. The feeling of being a 'spare part' (which 
emerged also in interviews with support teachers) arose, and also the feeling of
not being in 'control', an uncomfortable feeling for people who view themselves 
as professionals:
[In French] I take the role of a 'native' [Frenchperson] like the 
other children; I realise in doing this how much of a spare part I 
feel and how out of control I am of my own impression (in the kids’ 
minds). M d m  2wa autonomy.
T he same occurred in X's class:
¿¿¿̂  viiiiuiv.il iü  u s  maiguuicam anq powerless - because of the 
in-between situation in which I placed myself, not wanting to 
undermine or usurp X's authority.
I  m ake frequent comments indicating that I wish to make clear to the children 
m y  ability to maintain control:
My main puipose, though, is in making clear to the class who I am 
and what I intend them to do, and also the fashion in which I 
intend them to behave.
A t one point the children make explicit their own view of those who support in 
th e  class, and this reinforces my own fears. I do not share their view (of support-
ers  as people who can't control the class), but it is quite clear from my observa-
tions how they come to perceive this to be the case: supporters are in a power-
less, subordinate position, almost as if they were in a position of apprenticeship 
to  the classteacher:
C h a p te r  9 : Page 277
T h e process o f role making and role transformation
there are a lot of questions about who I am - 'Are you the new 
headmaster?' 'Are you a student?' When I tell them that I am a 
teacher who is helping and that I am with the support department 
and Mrs A, there is a telling question: 'Does that mean that you 
can't control the class?'
The view of the support teacher is confirmed in Z's class, after I am introduced
as helping Mrs A in the support department:
Z  introduces me as a member of the support department, and the 
mention of support invokes a snort from at least one child.
I  continue with these reflections the following week:
I wonder here whether the support teacher can achieve any status 
with the group, given that s/he i§ always an adjunct 1q  ¿h£ status of 
the existing class teacher. This is in addition to the problems 
noted last week (support teacher - that means you can't control the 
class, doesn't it). The answer is that you probably can achieve 
status, but at a cost - in terms of your own energy, and the time 
you have to devote each session to establishing the rules and also 
in terms of the cost of the possible injury done to the ego of the 
person you are teaching with.,
My concern with my own status inhibits me from supporting effectively:
I again position myself at the front and try in a way not in associ-
a te  myself with Xls. la ther ineffectual attempts a t establishing 
contro l Is this appropriate support from  me - to look into  the 
distance? Surely I should be coming in with banter with X to show 
that we can support and work with one another. Again I feel 
ambiguity about how to support. Will this undermine him?
T he feeling of freedom which I express in the following extract when I am in
charge of the class is unrelated by me to any feeling of territory, one of the
schemata isolated from the last study. This may be because in reality, none of
this was any part of my territory. Rather, it was, I think, related to a feeling of
control - or at least the obverse of that: the feeling of not being subordinate.
I'm left in charge of the class for a while and have a strange feeling 
of freedom. Immediately I'm able to address the whole class as 
well as addressing individuals.
I t  has a spin-off which further serves to reinforce my concern about the second-
ary nature of the support role
These kids seem to have a respect for me which I haven't noticed
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them expressing or showing to Z, maybe because when she was out 
last week I managed to talk to them in a fairly matter of fact way 
without raising my voice, by treating them as adults and talking to 
them as though they commanded the respect that adults would 
command.
4 Communication
T h e  constraints on communication lead one to understand how fraternity takes 
over in its place. Given the lack of opportunity for proper discussion or negotia-
tion, an overlay of politeness and pleasantry is a simpler option, serving to mask 
tension and relieving the need to tackle sensitive issues about teaching style, 
curriculum or class management:
Subsequent discussion with the teacher is a rather hurried ex-
change before the next class comes in. He is embarrassed by the 
clear failure of the lesson to achieve any aims which could be 
called educational, and I spend most of my energy trying to con-
vince him that I am not being judgmental, but that I am interested 
in how support can best work. I can sympathise with teachers who 
dread this kind cf hurried exchange: JEM defensiveness, the lack of 
understanding, the perceived intrusion. To explain what one really 
wants to do would take hours and only minutes are available.
T h e  practical constraints are manifest:
I arrive having prepared material to work with the science class. It 
is the lunch hour still and I have 20 mins to talk to X about the 
lesson ahead. I show him the materials and he approves. We 
agree roughly on a running order for the lesson, who will talk first 
and how we will take over from one another. The plans for this 
action are not very clearly drawn, yet this must always be the case 
with support since time for this kind of preparation will always be 
in the squeezed lunch hour or after school.
T h e  following week, communication having taken place, there is still some diffi-
culty in operationalising:
However, there is still uncertainty about who is to be doing what.
We've only had a short time Xq  prepare this session together and in 
any case the lessons don't reflect the preparation, if last week's was 
anything to goby. -
variant of fraternity is seen in the following extract where Z has made every 
a ttem p t to involve me in the work that she has planned for the children. My 
fa ilu re  here is in acquiescing in this rather than moving the discussion forward
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onto appropriate roles. It is easier to talk about curriculum than about style or 
management.
Afterwards I talk to Z  about what we will do next session and feel 
that there is some genuine attempt to include me in the discussion; 
but even though I am more competent in geography I wonder 
about the value of my contribution to this debate. The talk is 
about the content of ihe lesson, not the way in which I provide 
support. While the content is important, I feel that q u t  working 
relationship together should he higher up the agenda. At least we 
have more time to talk here since the school day has now finished - 
Z  is very keen and doesn't seem rushed to be on her way home.
T h e  following, again from Z's session, demonstrates this last point. Having at
least the willingness to communicate from Z, management turns out to be a very
sensitive topic for discussion; certainly more difficult to discuss than curriculum:
The kids come in and the class as usual has to be rearranged into 
groups form rows. The kids do this characteristically noisily, 
making as much scraping noise and banging as possible. Not the 
best way to start a lesson. However Iin  m a  supporting role ;  not 
an inspectorial one so how can I mention this kind of simple 
management point? With another teacher it may be possible, but 
not with Z, who is fairly highly strung and rather defensive. It 
would take quite a time to build trust and teamwork before this 
kind of point could be made.
5  Interpersonal '
T h e  m ere presence of another person - particularly another, possibly more
experienced, professional - may in itself be inhibiting as I have noted elsewhere, 
j^ y  concern in the next passage over feeling redundant in X's class extends to a 
feeling of not simply being a useless appendage, but worse, to a feeling of actual-
ly  contributing to a deterioration in the situation: ,
Again I feel redundant - not only redundant, but worse that I am 
compounding the situation by my presence, and perhaps that P, the 
ancillary, is in a similar position. Hg [X] must feel some degree ef 
inhibition about doing what comes naturally to him to quell the 
sorts of problems that he is experiencing. Again, there is no way 
that I feel I can intervene in the immediate situation without 
making things worse. I am also slightly concerned that if we ulti-
mately move to team teaching I gym losing credibility by being 
associated with this degree of control.
T h e  ancillary helper, in a subsequent discussion in Mrs A's room, says she has
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felt the same:
She (P, the ancillary) notes exactly the same situation as I have: 
that m which assume a degree of authority with the class will 
take away from the confidence s f  Jhg teacher - she describes it as a 
vicious rather than a virtuous circle.
The confidence, experience and openness of the teacher are important in shap-
ing the way that the extra person feels:
Mv relationship with this teacher [Y] is rather easier as shfik more 
confident. She spontaneously comes over to me to explain in more 
detail what she is doing, the aims of this session, and how this class 
and activity fit in with this year group and the wider curriculum.
The meeting to which I spoke agreed:
i O n . •;, the way in which people interact next to one another the 
consensus seems to be that this is very much a matter of personali;
■ ties and teaching styles. In some classes those who are supporting 
find it easy to team teach and work alongside colleagues; in others 
it is merely a matter of giving procedural advice to the children.
Interpersonal relations and the communication which accompany them are
forever framed by the supportive relationship. This extract from the diary
documents part of a field study session with Z:
On crossing the road, all of the kids have cut a corner across a 
field and she [Z] calls them back to walk across the road so they 
won't miss any or the shops - this in fact seems unimportant to me 
since I don't think there are many shops at the top of the High St 
(it turns out that in fact there aren't any). This highlights for me 
another problem of team teaching and support - that of the per-
sonality clash. In our case it's not so much of a clash as a mis-
match, though if I pushed it it would be a clash. In this situation,
I'd be far more laid back about what the kids were doing, especial-
ly in view of the time constraints, which I seem to feel more acute-
ly than Z. Can I gay to her ]Qh ¿1 doesn't matter! (which is what I 
want to say) if the kids are cutting this corner. I don't think she d 
react to it well. Im  supposed te  he supporting her* not directing 
her. Its up to her to set the direction and for me to support her m 
having taken it. This aspect of management could I suppose be 
shared if colleagues knew each other well enough and if they trust-
ed each other enough. In this situation, though, I feel unable to 
intervene. Perhaps I should have done.
The following, also taken from the field study, demonstrates how a desire for 
fraternity almost seems to inhibit effective role definition:
I suggest that we walk down on different sides of the road to help
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kids as we are going along, but Z  thinks we ought to go down 
together and meet them at the end. It's almost as though she 
herself wants the support; this would seem io he an ideal chance Jo 
use an extra person effectively, where there is perhaps more 
opportunity for the kids to get lost or confused.
6 Threat/suspicion
The last of the schemata used to account for the problems of the team is the 
perception of threat and/or suspicion. It is mentioned relatively little, not 
because it wasn't perceived (it was) but because in my notetaking I have coded it 
differently. The notion of threat or suspicion is not apparent in the notes. More 
often it is coded as interpersonal tension, or inhibition, perhaps reflecting my 
own personal constructs in conducting this exercise. It comes near to being 
explicitly articulated relatively little. This extract from Z's class, provides an 
example:
There is only one group of girls who are being overly a nuisance, 
talking over the teacher. She deals with this by loudly and shrilly 
drawing attention to them - the impression is that it is almost 
manic. She is far from being relaxed and mv presence probably is 
not helping. ; - ^  .
Discussion
In  moving to an understanding of the ways in which individuals within the class-
room team will adopt particular roles and shift their understandings of the ways 
in which people are interrelating, there needs to be a coupling of the ideas from 
the previous chapter and this one. In essence the ideas obtained in that chapter 
were similar to those found here and the findings from the previous chapter are 
in  that sense validated by this.
It is clear that there is a division in the nature of the attributions being made in 
this participant observation, just as it was clear that such divisions were occurring 
in  the interviews. A majority of the attributions made in this chapter are disposi-
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tional. Of the categories identified in this study (namely, organisational differ-
ences; lack of role clarity; status concerns; communication difficulties; interper-
sonal factors; perception of threat) only lack of role clarity could be said to 
constitute a situational attribution. Even in the isolation of organisational dif-
ferences, these are seen almost to be bound to the 'organising personality' or 
organisational ability of the other person. In that sense, these organisational 
differences are taken to be examples of dispositional attribution.
The discussion which follows therefore concentrates on the place of these dispo-
sitional attributions in the process of role-making. Situational attributions will 
be discussed at the close of this discussion.
The previous chapter elicited a number of bipolar constructs which classroom 
team  participants appeared to be employing in making sense of these teams. At 
that time the distinction was drawn between personal constructs and the con-
stituais of others' constructs, the latter being an important facet of role-making in 
personal construct theory. Prior to examining in closer detail my own role-
making via this participant observation, I shall examine and categorise the set of 
personal constructs elicited at that time, for a) personal constructs (self) and b) 
construals about the constructs of others (other). These were:
self. . .
low status
alienated
marginality
unskilled
redundant
restorative
attacked 
low self esteem 
low self regard
v accepted 
v high self esteem 
v high self regard 
v high status 
v included 
v teamness 
v professional 
v professional
teacher status v teacher status
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other
tight organiser v loose organiser
formal ' v informal
formal v mixed ability
rigid v flexible
difficult v easy (to get on with)
threatened v accepting
threatened v open
poor relationship v good relationship
restorative v preventative
poor communicator v good communicator
These represent, then, two sets of superordinate schemata. Each of these can be 
seen to comprise three broad schemata which encompass the constructs em-
ployed by the participants. The first sub-set, relating to self, comprises profes-
sional concerns, acceptance, and status. The second, relating to the other person 
or people, comprises organisation, security, and interpersonal skills. Thus:
S u b se t 1 - schemata relating to 'self
professional/  unskilled - professional
ideological redundant -professional
restorative} -teacher 
teacher }
acceptance marginality-teamness
attacked - accepted 
alienated - included
status low status - high status
low self esteem - high self esteem 
low self regard - high self regard
S u b se t 2 - schemata relating to 'other'
formal - informal 
formal - mixed ability 
tight - loose
restorative - preventative
threatened - accepting 
threatened - open
poor communicator - good communicator 
poor relationship - good relationship
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flexibility
security
interpersonal
skills
C h a p te r  9 :
These generalised schemata may now be used to define the parameters of a 
model which can be used to predict a constellation of possibilities which may 
arise in the classroom team. The model can be drawn graphically with each set 
o f schemata presented in three dimensions, each dimension representing a con-
stituent generalised schema. Individual points within each three-dimensional 
block can then be used to describe particular kinds of conceptual position out of 
which roles might be made. Relationships between the blocks, in which points 
might be plotted, will imply particular kinds of team dynamics. The particular 
kinds of relationships implied by the model will be tested against the observa-
tions already drawn upon above.
The graphical representation of these models is given in figure 29. The relation-
ship of this model to the current study will be discussed shortly. Before that, 
though, it may be worth discussing some ideas generated from the model.
From  the SELF block, it can be seen that the ideal self would occur in the region 
o f A, where status is high, and where professional skills are valued and appropri-
ately used, and where the supporter feels accepted and included. The antithesis 
o f this would be at B, where status and acceptance are low, and where profes-
sional skills are interpreted as inappropriate by the colleague.
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On the evidence of the interview responses in the last study and on the evidence 
of the diary notes in the current observation, it would be expected that the values 
of these dimensions would tend to co-vary. In other words, a single, higher-order 
factor, (or root construct in Bate's, 1984, terms) which might exist as valuedness 
would be predominantly and uniformly shaping these schemata of status, accept-
ance and professional integrity. This is not to deny, however, the existence of 
idiosyncratic variations in the values of these dimensions. For instance, at D 
might be an individual who sees herself as accepted and with high status, but not 
adopting an appropriate professional role. At C might be someone who feels 
that she is accepted (perhaps due to fraternity) but has low status and poor pro-
fessional integrity. In general, though, it might be postulated on the basis of the 
evidence in these studies that supporters will view their professional selves fall-
ing somewhere near to a line drawn between A and B.
O n the OTHER block, the ideal colleague occurs at I. Here, the colleague has 
good interpersonal skills, is secure and flexible. By contrast, the antithesis 
occurs at J, where the colleague is inflexible, insecure and has poor interpersonal 
skills. At first glance it would appear less likely that these dimensions will co-
vary (ie there is, for instance, no prima facie reason for believing that one's inter-
personal skills should be related with one's professional flexibility). However, 
reflection indicates that these might indeed co-vary, if a higher order factor, such 
as confidence is seen to be at least in part responsible for the way that these 
dimensions are actualised. This integration of professional and personal 
schemata might here be explicable in Kellyan terms: threat according to Bannis-
te r  and Fransella (1986) is the awareness of an imminent comprehensive change 
in  one's core structures. They say that we are threatened when our major beliefs 
about the nature of our personal, social and practical situation are invalidated
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and the world around us appears to become chaotic. On the basis of this re-
search, professional has to be added to personal, social and practical. Our confi-
dence to act spontaneously, to accept change and to be willing to communicate 
will be predicated on the integrity of these core structures.
I t  might follow, then, that most colleagues will be viewed on the OTHER block 
falling somewhere near to a line drawn between I and J. A possible avenue for 
further research would be to test this assumption empirically. However, again, 
exceptions can be postulated. For instance, at K might be seen an individual 
who is secure, and with good interpersonal skills, but who is formal in her teach-
ing and not open to change.
The placing o f the individuals in this chapter on the model ’
T he  model enables a conceptualisation of the process of transformation which 
takes place in the construction of role. This construction, or role-making, can be 
viewed as an interactive process depending on positioning of the individuals 
concerned on each of the dimensions in the blocks. High status, for instance, (as 
externally defined by a  position of authority, perhaps) may affect the increase 
th e  perception of threat in the host, and push the host teacher toward the J posi-
tion.' ■ ' '
T h e  individuals in this chapter can be placed on this model. X, the inexperi-
enced science teacher would fall in the lower front foreground of the model (as 
shown in figure 29). He was flexible, to the point of lack of direction or cohe-
sion; his interpersonal skills were unremarkable, and he is insecure. Y is less 
flexible, her organisation and goals being tighter, but her interpersonal skills are 
stronger and she appears secure in her role. Z  is less flexible than either X or Y,
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and is insecure about her ability with lower achieving children. Though her 
interpersonal skills are not generally taken to be good by her colleagues, she is 
communicative and reasonably open with a colleague whom she perceives to be 
high status.
T he interactive nature of the role making process can be seen by the way that I 
view my own position on the SELF block, depending on the colleague with 
whom I was working. My positioning of myself on the SELF block is somewhat 
confounded by my peculiar position in the school. Being a lecturer I assume 
(rightly or wrongly) that there was a perception of high status, but this must have 
caused some degree of dissonance in the association with a low status field, 
nam ely special needs. Perhaps it was because of my special position as a special-
ist visitor that status figured little in my own account, in relation to the accounts 
o f those in the interviews in the previous studies. Where I was concerned with 
status, it was the children's rather than the adult's view of me which was my 
concern.
In  X's class I place myself at Si on the SELF block. Although my own status was 
assum ed to be high in X's mind (which contributed to his perception of threat) 
this was in no way made clear in class, where the activity gave me a feeling of 
low status. Perhaps because of the perception of threat, I perceived little sign of 
any overt acceptance of my position in the class. I felt little recognition of my 
professional skills or that I had any special part to play in the class.
In  Y's class, I place myself at S2 on the block. 1 felt accepted and that my status 
w as high and that I had a professional contribution to make. In practice, the 
contribution that was made did not match up to this perception of self - near to
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the ideal self. This mismatch of personal perception and actual contribution 
seems to lie in the lack of explicit definition of role. The need for such explicit 
definition is therefore made clear here, as it has been in the interviews, and it 
will be followed up in the next chapter.
In  Z's class, I place myself at S3. Though Z's view of lower achieving children is 
a t variance with mine, she appeared genuinely to value my opinion and sought it 
on  several occasions. However, this optimistic view of the ability of our ideolog-
ical positions to coincide has to be tempered with her view that I was useful as 
an  extra competent adult, and 'not for any high falutin academic reasons'. She 
accepted me and accepted my views though did little or nothing in the lessons to 
demonstrate her acceptance of me or to increase my status in the eyes of the 
children.
Clearly the use of the blocks is a heuristic device which blurs much of the fine 
detail of the accounts. However, it enables a clearer perception of the major 
ways in which the process of role construction occurs in the classroom. .
B oth of these blocks have focused on the place of dispositional attributions in 
the  role-making process. There is, as noted in the commentary on the diary, the 
suggestion in making such attributions that indefinable qualities in some way 
inhere in people and that these qualities are beyond explication. The subse-
quent analysis has, it is to be hoped, done something to confound this view. It is 
still clear, though, that in understanding the nature of the dispositional attribu-
tions there is no necessary improvement in the team situation. Indeed, the con-
spicuous distance of Si from the ideal self in the SELF block is testimony to the 
fac t that dispositional attributions are in themselves unproductive as a way
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forward in understanding or shaping the nature of classroom teams.
Aside from these insights, the model is capable of another extension. The 
employment of dimensions to represent these superordinate schemata enables a 
conceptualisation of the blocks as determinants of an overall team personality. 
Each team  personality is dependent upon the individual team personalities 
comprising it. These are framed by the personal constructs and belief systems of 
individuals, by the assumptions they make about their co-members, by the attri-
butions they make about the behaviour of those members, and by their own 
constructs about the construing system of the other. In other words it rests on a 
complex interrelating set of beliefs: 'I think x about the task and the team; I 
think you think x or y about the task and the team; I think that you think z about 
me.’
T he metaphor of the team as a personality reinforces further the interactive 
nature of the emerging team process and the fact that role, in the absence of 
explicit definition about tasks, can take place in a multitude of ways. The analo-
gy opens u p  possible areas for further research.
W hile focusing on dispositional attributions neglects the place of situational 
attribution in the diary, it also emphasises the discreteness of that set of ideas as 
an  explanatory feature of the working of classroom teams. Role clarity is identi-
fied in this chapter quite clearly as problematic. Its separation from the other 
schemata is as clear in this chapter as it was in the cognitive maps of the inter-
views. Here, as there, both situational and dispositional attributions are em-
ployed and, thus, both definitional solutions and status solutions emerge. From 
the emergence of the importance of definitional solutions comes the realisation
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that clarity of role is an essential ingredient in the success of the team. This is 
true as much in the classroom as anywhere else.
As shown in chapter 7, the situational attributions are related to relatively 
unproblematic routine matters. Simply being told what to do, even if it conflicts 
with views about one's status and 'appropriate' activities, assuages the tension of 
uncertainty. This chapter confirms the need for such simply-given definitions 
and reassurances. Another question about whether further refinements in role 
clarity can be made which can be logically located in analysis of the teacher's 
unsupported role will be put in the next chapter.
Lack of role clarity may also, on the basis of this chapter, exist because of the 
teacher's lack of organisation, or, paradoxically, by virtue of tight organisation. 
E ither can leave the other person without a clear role, though in the case of the 
la tte r  in this chapter this ought to have been amenable to resolution through
negotiation.
A  perhaps unpalatable notion to emerge from this chapter is that a set of tasks 
to  be done on the basis of any logical sub-division of the teacher's task (ie any 
definitional solution) might more easily be done by an ancillary helper than by a 
teacher. Indeed, even without such a subdivision, the suggestion arose more 
than  once in this chapter that one's presence as a teacher may have inhibited or 
threatened the host in a way that the presence of a welfare assistant or ancillary 
he lper would not have done. The rationale for the support teacher's presence 
rests in large part on the contribution that he or she is able to make to planning
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in  the curriculum. If day-to-day pressures make such planning impossible (as the 
interviews and this chapter seem to indicate), the alternative ways of inputting 
the support personnel's expertise need urgently to be sought.
The last point that needs to be made about role clarity (situational attributions; 
definitional solutions) from this chapter is that its enhancement is possible if it is 
fram ed within a wider context - within the exo-system of Bronfenbrenner's 
(1979) analysis. Thus, the existence of a whole-school policy on special needs 
specifies the commitment of the school to a particular kind of delivery of sup-
port. Such a commitment makes role definition simpler and neutralises many 
tensions that may arise out of misunderstanding.
Given the importance of role clarity as a discrete schema in determining the 
success of classroom teams, its possible parameters are explored in the next 
chapter. ■ ■
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CHAPTER 10 
THE EFFECT OF 
DEFINING ROLES
Introduction
This concluding element of the research constitutes a marked departure from 
th e  methodology of the previous element, with its interviews and participant 
observation. In those, it was possible to enter the world of the team member in 
th e  classroom and examine the processes by which roles were established and 
transformed. In so doing it was possible to shed light on the. constructs and attri-
butions employed by those team members in making sense of the team process. 
A  model proposed on the basis of the literature review was tested by these stud-
ies and validated by them. In short, it was found that team members, through 
th e  use of particular personal constructs and attributions based on these, gener-
a te  status or definitional solutions to the tensions they inevitably face in the 
team . The latter, definitional solutions, are judged to be the more productive 
strategy, being more likely to result in the kind of synergy which is usually taken 
to  constitute the essential value of a team, over simply a collection of individuals.
T h is chapter therefore tests the hypothesis that structuring these definitional 
so lu tions will be productive. It aims to do this experimentally, following an 
analysis of what such role definitions might comprise in a classroom.
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The delineation o f roles in classroom teams
W ith the importance being assigned to role clarity in the definitional solutions 
already discussed, it follows that there is a need to establish the parameters of 
those roles in the classroom. An attempt at this was made in chapter 3.
G iven the delineation of the teacher’s role which has been outlined in chapter 3, 
i t  is interesting to note that in situations where traditionally more than one 
person  has been present in the classroom, for example in schools for children 
w ith  severe learning difficulties, a clearly perceived need to divide the roles in 
th e  way described has occurred. Indeed, where three people are present, as they 
a re  in some such classrooms, the rationale behind methods for organising such 
personnel most effectively seems to parallel the rationale outlined in chapter 3. 
T h is rationale proposes that there are essentially three major elements to be 
fu lfilled  for the effective management of a classroom. 'Room management’ 
procedures, arising out of the work of Hart and Risley (1976), have now been 
assessed in a variety of settings for severely handicapped adults and children 
(Porterfield, Blunden and Blewitt, 1977; Coles and Blunden, 1979; McBrien and 
W eightman, 1980). As discussed in chapter 2, results from these studies indicate 
th a t  use of room management procedures can more than double mean engage-
m e n t levels and substantially increase time for individual teaching. A particular-
ly  interesting finding for the context of mainstream education is that room 
m anagem ent appears to enable an improvement in the engagement of moderate-
ly  disabled people more beneficially than that of those who are more profoundly 
disabled.
j io o m  management essentially involves clear setting of roles with account being 
ta k e n  in that definition of the need for very widely differing functions to be
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operating in a group setting. Thus, returning for a moment to the interpretation 
m ade of the findings of the ORACLE research (chapter 3), there is a need for a 
teacher of individual children, represented in the room management scheme by 
a n  'individual helper'; there is a need for someone to maintain the engagement 
o f  children who are not being taught individually, a role fulfilled in room man-
agem ent by an 'activity manager'; and there is a need for someone to maintain 
flow, for which in room management the duties of a 'mover' are suggested.
A t the core of room management lies a period of time known as the activity 
period  when classroom team participants - teachers, ancillary helpers or parents 
-  take on specific roles. Different roles will be assumed by the people involved; 
th e  exact arrangement of those roles will depend on the needs of the class and 
th e  number of people available to help. The definitions of those roles are as 
follows: 7 ■ r - - ’ ■ :
Individual helper: the individual helper concentrates on working with an 
individual on a teaching activity for 5-15 minutes. So, in an hour it should 
be possible to arrange between four and twelve individual teaching ses- 
■ ■ sions. -;-v’
Activity manager, the activity manager concentrates on the rest of the 
class, who will normally be arranged in groups of between four and eight. 
S/he will quickly move around keeping them busy and occupied.
Mover, the mover may fetch and move equipment etc; supervise emptying 
paintpots, sharpening of pencils etc.; deal with all interruptions to routine, 
eg spillages, visitors, in order to keep the activity manager and individual 
helper free from distraction.
Chapter 10: The effect o f defining roles Pag? 296
A s the system has been described in the research noted above, the staff might 
p lan to switch roles during the hour. The person who occupied the role of indi-
vidual helper during the first half hour may become the activity manager in the 
second. The roles of activity manager, individual helper and mover may be 
allocated in a number of ways depending on the preferences of the personnel 
involved, the organisation of the classroom or the needs of the children. For 
example, in one class there may be one individual helper, one activity manager 
and  one mover whilst in another there may be one individual helper and two 
activity managers.
G iven the positive results which have been obtained using room management in 
settings for adults and children with learning difficulties, it was felt appropriate, 
in  the context of the importance of definitional solutions to the teamwork prob-
lem s noted, to test the system in a mainstream class for the limited period when 
a n  ancillary helper and parents were helping.
G iven the nature of the study in this chapter, it is possible to state the relation-
ships between the variables involved in the form of an hypothesis to be tested. It 
is stated in the form of a null hypothesis:
The system of role allocation known as room management (as 
defined on pages 295-296 and 299-300) when used with the adult 
personnel working in a primary classroom will not influence the 
engagement of the children in the class.
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M ethod
The school and the children
T he school at which the study took place is a primary school in Oxfordshire. The 
class was one of top juniors (10-11 yrs). Twenty-one children were available for 
observation. No child was excluded from the observation but numbers for 
observation were reduced as children were eliminated from the observation if 
they were absent on any one of three video recordings made. The children are 
accustomed in their formal work to a pattern of working independently from 
books, workcards and other materials, making their own way to the teacher for 
clarification or marking. For these formal sessions an ancillary helper is also 
sometimes available in the classroom. She normally devotes her time to one or 
two children who find great difficulty working independently. A practice of 
paren ts also being involved in the classroom had also recently evolved. The 
norm al pattern had been for these parents to work almost exclusively with their 
ow n children, who experience quite serious learning difficulties.
* * , - t . '
procedure for room management
Clearly, the dynamics of a class of children with severe learning difficulties differ 
extensively from those of a class of fourth year junior children. Given, however, 
th e  validity of application of the general principles of room management where 
th e re  are more than one person working with a group of children, the question 
a ro se  as to how to extract the relevant features of room management for the 
ju n io r classroom setting. It was felt that the role of mover would be underused 
a n d  that it would be more profitable with less opportunity for role ambiguity to 
specify the activities of a third or fourth person in terms of individual helper or 
activity manager. The only other major feature of change was in the way that the 
individual helper worked. Rather than taking a succession of children from a
Chapter 10: The effect o f defining roles Page 298
ro ta  she limited her work to involvement with two children. The overall pattern 
was therefore: 3 activity managers (two parents and one ancillary helper) re-
sponsible between them for four groups of six children each, and one individual 
helper. In preparation for the room management session the classteacher read 
th e  outline of the roles (below) and discussed these with me. She then discussed 
them  with each of the individuals working within her class. The individuals kept 
to  the same roles throughout the room management session.
D etailed description o f roles
T h e  following description of roles is adapted from Thomas, M. (1985).
1. What an activity manager does • d ! < ,
Before the activity period: ; • • ; ;
(a) organises a variety of tasks/activities for each group; »
(b) informs the individual helper when she is ready to begin ; > ;
During the activity period:
(a) ensures tha t each group m em ber has appropria te
materials/books/equipment; »
(b) quickly prompts members to start working if necessary; : . :
(c) supervises use of shared materials; '
(d) moves around the group to praise and reward group members who are
busy; ' ,
(e) gives minimum attention to group members who are not busy. , . ; ; 
T hus, the activity manager moves from one busy group member to the next, 
comm enting on her/his activities, giving help and praising those who are busy. 
S /h e  also very briefly prompts group members who are not busy. These prompts 
s h o u l d  as far as possible be gestural or physical (eg pointing or placing the child’s
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hand onto the materials) rather than verbal prompts. This means that in normal 
circumstances a group member will only be spoken to when s/he is busy. Apart 
from  a brief gestural or physical prompt, group members should be given atten-
tion  only when they are busy. ' ; '  ; :
2. What an individual helper does. « :i :
Before the activity period: : ,
(a) has available a list or rota of children for individual help and the activ-
ities and materials required for each;
(b) helps the activity manager to organise the classroom for the activity 
period; '
(c) assembles materials needed for each child's work in the area to be 
used for individual work. For example, if it is to be a one hour session 
with fifteen minutes for each child, four children will be seen in the hour 
and four sets of activities should have been prepared ready for each child
■ to start straightaway when s/he is called. . > < ' : * . :
During the activity period: ¡ ! >
(a) asks the first child on the list to come and work. Fifteen minutes 
should be the maximum for an intensive individual activity. In order to 
minimise the possibility of the session becoming frustrating and failure 
laden it should be stressed to the individual helper that the emphasis
: should be on praise and gentle encouragement; , A. : v
(b) asks subsequent children on the list to come and work at the end of
\  each session. ? j , •  ̂ \  ' ‘ 1 f :
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Design
G iven the disparate nature of the activity being undertaken by the group and 
given the problems associated with measurements of teacher-child interaction 
an d  child behaviour within classrooms (eg Wragg Oates and Gump, 1976; Croll, 
1986) it was decided that as a measure of the effect of these procedures it would 
b e  appropriate to use as an index of the effectiveness of the method on the 
engagement of the group a simple on-task/off-task dichotomy. : ; ;
V ideotape recordings were made of the group under three conditions: >
£  . with the classroom functioning normally with one teacher without a 
support team; •
j j ,  with the same classroom functioning with two parents and one ancillary;
with the classroom functioning under room management with the same 
team as in B. < - . ;
JS& hour's recording was made in each condition with each child in the class 
b e in g  observed for 6 minutes in each condition. Results are therefore based on 
a  to tal of 6 hours 18 minutes observation. Identical days (Fridays) were used for 
record ing  and identical times (9.15 am -10.15 am). As far as it was possible to 
c o n tro l for this the children were undertaking the same kind of task on each 
recording. Unit sampling was undertaken on a ten second basis. Categories for 
on-task/off-task were devised on the basis of the Becker, Madsen, Arnold and 
T hom as (1967) general categories for behaviour incompatible with learning (off- 
ta sk ), and relevant behaviour (on-task). Criteria for time on-task were however 
n o t  as strict as those set by Becker et al: time samples were rated on the basis of 
w h ich  category was a better fit for the sample. Time when a child was not in 
s £ght on video was not scored.
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Results were handled in terms of mean engagement levels for each child and a 
repeated  measures design was used, comparing each child with him/herself 
across the conditions. According to Snodgrass (1977) the main advantage of the 
repeated  measures design is that each subject can act as his or her own control 
across a number of conditions.
T h e  design, according to Cook and Campbell (1976) places the study in this 
chapter in the category of'quasi-experiment' as opposed to 'true-experiment', the 
la tte r  relating to designs where the subjects are selected randomly, while in the 
form er intact groups (ie groups constituted other than by random selection) are 
used . An improvement to the design (but still keeping it in the category of quasi-
experiment) would involve extending the study to include repeated treatments, 
involving their removal, with their re-introduction at a later stage. The limita-
tio n s  imposed by the current design on the conclusions which may be validly 
d raw n are discussed under Discussion (p 306).
ftesults
jyfean engagement levels over the different conditions are shown in Table 8.
Table 8
Mean engagement levels across the conditions
Condition A B C
jti& an engagement % 
SV
58.57 69.14 90.19
27.1 25.3  11.0
T h e  A N O V A  and Newman Keuls post test analysis used in this study were written for the 
p r im e  computer system by Dr Stephen Fearnley, to whom I am indebted.
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Predicting that engagement would rise over the conditions a Pages L trend test 
w as conducted to detect whether such a trend indeed existed. Pages L trend test 
fo r related samples is a non-parametric test which may be used to evaluate a 
predicted  trend across k  related samples (Page, 1963). In fact, on the basis of 
th e  work of McBrien and Weightman (op cit), who found that the number of 
sta ff present either did not affect or was inversely related with engagement, such 
a  prediction is at best optimistic. However, in this setting such a trend was found 
to  exist (L/Kn = 4.31, p <.05). This trend is shown in Figure 30.
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Results were further subjected to a one way analysis of variance with the results 
analysed as shown in Table 9.
Table 9
Analysis of variance
D.F. M.S. F ratio . P
Among conditions 2 5440.82 v 54.22
HO•V
Comparison of the conditions using post-hoc tests (Newman-Keuls) revealed the 
results summarised in Table 10.
Table 10
Comparison of the conditions using Newman-Keuls1 test
Compare Mean 1 Mean 2
Conditions
diff. q(calc) r p
v C 58.57 
v  B 58.57 
V  C 6 9 - 1 4
90.19 ■; 31.61
69.14 10.57
90.19 21.04
14.464 3 <.01
4.836 2 <.01
9.628 2 <.01
= Teacher on her own . . 
g  =  Teacher plus team
C  = Teacher plus team using room management
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Analysis therefore shows clear differences existing (at p  <.qi) between baseline 
(n o  team) and the two conditions where the team was in support. The greatest 
difference existed between (A), baseline and (C), the team working with room 
management. Significant differences were also found to exist between baseline 
a n d  the team working in the classroom without room management, and between 
th e  condition where the team was in support without room management (B) and 
th a t  in which room management was used (C).
Discussion
T h e  null hypothesis is refuted. Room management is shown to have an effect on 
th e  team which influences positively the engagement of the children in the class. 
However, before proceeding to discuss the substantive matters in relation to the 
aim s of the chapter, a number of limitations in the design and conduct of the 
study have to be stated.
T h e  shortcomings of the current chapter as an assessment of room management 
m a y  he enumerated as follows. 1
1 ) It is clear in retrospect that there was a need for more structured training in 
th e  procedure. It would have been valuable to give feedback to staff and parents 
o n  the way in which they were fulfilling their various room management roles. It 
w a s  apparent in viewing the tapes that quite idiosyncratic interpretations were 
b e in g  made of the role definitions. That being stated, it was nevertheless clear 
t h a t  between conditions B and C parents and staff responded positively to having 
such definition explicitly articulated, however interpreted.
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2 )  G iven that this was a short study, it is possible that a Hawthorne effect 
(Roethlisberger and Dickson, 1939) was responsible for the results obtained. A 
longer term assessment might indicate how far this is the case. Alternatively, 
adding  a further series of the treatment conditions, following their withdrawal, 
w ould enable stronger conclusions to be drawn. The other main weaknesses of 
th e  repeated measures design, according to Cook and Campbell (1976, p 260- 
261) are in a) threats to internal validity, and b) threats to construct validity. 
T h e  former, relating to results due to maturation, seems unlikely over such a 
sh o rt time-scale and with such significant results. The latter relates to respond-
en ts ' sensitivity to the hypothesis being tested and their consequent differential 
response. The respondents on whom the dependent variable is measured - ie the 
ch ild ren  - are unlikely to be this sensitive. However, the possible effect on the
personnel is acknowledged. /
3 )  No account was taken of adult behaviour nor of the nature of the interactions 
am ong  adults and children. Given the needs of children who are experiencing 
difficulty  as elaborated above, it would have been valuable to tap the quantity 
a n d  quality of adult-child interactions under a system such as room management, 
j t  would be valuable to explore the differential influence of a system such as this 
0 n  the behaviour and language of parents, ancillaries and teachers operating in 
t h e  classroom. Of particular interest here would be the amount and nature of 
Individual teaching sessions conducted under room management.
4 )  Although quality of learning would be difficult to assess, it would be useful to 
n o te  on what sort of activities the increase in on-task behaviour noted under 
fOQm  management had the most beneficial effects.
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5 )  I t would be useful to assess the effects of room management in terms of 
individual teaching sessions and time on-task when in a group specifically for 
children with learning difficulties in mainstream classes given the findings noted 
above (Galton et al, 1980) that in general such children receive little or no extra 
individual attention when compared with higher achieving peers. A high SD was 
obtained  on the first and second set of scores, ie without room management (in 
o th e r  words mean engagement scores disguise wide variation in on-task beha-
viour); it is expected therefore that room management would have a differential 
e f f e c t  in favour of those with low engagement levels.
/m o th e r  avenue for further research would be to explore with the team partici-
p a n ts  their reactions to operating a system such as this which clarifies role defini-
tio n . This study rested on the assumption that role solutions to team-working 
problem s hold out greater promise than those which aim to explore and disen-
tan g le  problems emanating from participants' use of dispositional attributions 
(such  as Wilson’s, 1989, attempts to devolve consultation skills to support teach-
e r s  - see p 58). Thus, the primary concern was to measure the outcome of the 
o rgan isation  on one of the tasks of the team, namely managing the class, 
jlow ever, the long term success of a system such as this is surely predicated on 
participants' reactions to it and it would therefore be valuable to gauge these.
I t  is suggested that the results obtained in this study are attributable mainly to 
th e  enhanced definition of role which room management provides. It may be 
th a t  greater gains in terms of on-task behaviour and number and quality of indi-
v idual teaching sessions would be obtained if more attention were to be paid to 
th e  specific features of room management - perhaps through a greater invest-
m e n t of time in terms of training staff and parents.
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O n e  of the most important findings made here for subsequent research is the 
effect of additional personnel per se. As noted earlier, an assumption that addi-
tional people will have positive effects in terms of time on task is not necessarily 
justified However, it is clear from this chapter that additional personnel in the 
nu m b ers  used and in the setting studied do have a positive effect which is 
m easurable and significant.;
If the specific effects of the room management procedures are taken to be atten-
uated through (in retrospect) a shorter than appropriate training programme, a 
valid conclusion from this chapter might be that definition of role per se is a 
p o te n t determinant of team behaviour. Such a conclusion is certainly consistent 
w ith  the findings of chapters 7, 8 and 9. In this sense the general emerging thesis 
a b o u t the significance of role definition in classroom teams is validated. Howev-
e r ,  m ore work is needed to test the specific model of room management as an
appropriate  method of organising the work of additional personnel.
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CHAPTER 11
CONCLUDING DISCUSSION
The new teams
Over the last decade a new kind of team teaching has crept up on us. Because 
there has been no fanfare, no top-down initiative, it has emerged almost unno-
ticed amongst the many upheavals in education over the decade 1980-1990. 
Indeed in many senses, the new teaming could be said to have arisen because of 
these upheavals. The 1981 Education Act (Special Educational Needs) has been 
a t the root of many of the integration, outreach and support developments 
concerned with the 20% of children who, the Warnock Committee (Department 
o f Education and Science, 1978) calculate, have special educational needs. The 
involvement of parents in their children's education has received a stimulus from 
legislation such as the 1986 Education Act (which gave parents an enhanced role 
in  schools' governing bodies), the 1988 Education Act, and the government of 
the  time's emphasis on 'parent power'. The already-existing trends to parental 
involvement and various kinds of integration initiative were augmented by these 
policy and legislative frameworks.
This research has affirmed that the effects of these trends are emerging in 
primary schools. Further work will be necessary to determine the effects of the 
trends in secondary schools. The new teams, at least in the regional and tempo-
ra l snapshot taken, are commonplace and varied. In the main they comprise, as 
would be expected on the basis of the trends which underpin them, two main 
categories of people: 1) parents, and 2) personnel associated with children with 
special educational needs.' The surveys undertaken here clearly indicate the
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natu re  of the activities these individuals are undertaking in classes, and the form 
in  which they do those activities. Some crude features of the nature of the new 
team s are therefore provided by these surveys and the broad shape of the teams 
h as been determined. These have provided the basis for determining the likely 
n a tu re  of the tensions and stresses that might be experienced therein.
p jo  attem pt has been made to distinguish between different kinds of team in 
different kinds of school. As I make clear in the subsection below on 'heteroge-
n eo u s and homogeneous teams' an assumption throughout this research is that 
th e  dynamics of classroom teams are characterised by generic problems; I have 
s o u g h t  generic features of these dynamics without seeking differences between 
d iffe ren t kinds of team. However, arising out of the research, pointers to 
m ethods of categorising teams have emerged and these might form the basis for 
a  typology and for differences, for instance, between the climate or personality of 
team s in secondary schools, as against those in primary schools.
0 Ole in the new teams: understanding 
i n  place of definition
p e rh a p s  because these new teams have emerged largely unnoticed (or at least 
u Jidocumented), few attempts have been made to assess or analyse the problems 
o r  opportunities that are their organisational accompaniments. The central aim 
0 f  this thesis was therefore to research and document the nature of these teams 
m id  their dynamics.
•The  first chapter of this thesis examined the nature of role as it had been dis- 
^mssed in the literature on teams generally, and in particular on classroom teams. 
ie Krech model was used as a framework for conceptualising the dynamics of
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team s, the place of role in those teams and the dynamics which may emerge in 
classroom teams. It was noted that notions such as 'role conflict' which had been 
appropriated from the literature on management of groups in other settings were 
being  used to interpret the dynamics of classroom teams. For example, Har-
greaves (1972) outlined a range of different ways in which role conflict may exist 
in  schools.
S u c h  an analysis is viewed on the basis of the research undertaken here to be 
simplistic. Rather, on the basis particularly of the research in chapter 7, it can 
b e  seen that role exists too loosely for such conflict to exist in the classroom. 
Conflict is altogether too active a word to describe the process of negotiation and 
developing of understandings and misunderstandings that exists in its place.
W hile  the Krech model correctly posits the emergence of understanding about 
r o l e s  (the emergent process), it nevertheless (in the light of the evidence here) is 
to o  clear in its expectation that there will be some formulation of role definition 
a t the  outset. Role definitions do not exist in that sense in classroom teams. 
W h at appears to exist in the place of those definitions is a set of consensual 
understandings about broad ranges of activities which various participants 
s h o u l d  or should not undertake in the classroom. These tacit understandings are 
f r a m e d  and constrained by a number of professional and affective concerns, 
ranging from the personality of the participants, their experience and status - and 
th e  ways in which each of these factors is viewed by the other participants. There 
i s  thus a constant flux in which this assortment of variables interplay.
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Team coping strategies
In  order to achieve some equilibrium in this situation, in which there is ample 
room  for misunderstanding and friction, two processes moderate the possible 
ensuing stress. One of these is the selection of the participants (in heterogene-
ous teams, at least) in such a way that personality or other mismatches will be 
minimised. Possible threats to status or professional autonomy may be screened 
in  such selection procedures. The other is the process by which participants 'get 
along' with one another, which has been called fraternity in this thesis.
*  ' .  i
Much of this is consistent with the observations of others who have examined the 
group process, particularly those who have adopted a qualitative methodology in 
their studies. Bate (1984), for example, talked of a root construct of unemotion-
ality  by which participants protected themselves from the stresses of team life. 
Goffm an (1961) talked of role distancing in much the same context. From a 
different vantage point, others, such as Hackman and Oldham (1980), talked of 
appropriate ingredients for team success, which included appropriate degrees of 
heterogeneity amongst the team. This strikes a chord in the research findings 
h e re , where it has been noted that heterogeneity (ie mixed groups, comprising 
perhaps a teacher and parents) is a characteristic of self-selection. The group 
thereby enables itself to be protected from some of the stresses associated with
teaming.
T h e  research here certainly confirms Cohen's (1976, 1979) findings that success-
fu l teaming rests not so much on top down decisions as upon informal negotia-
tions amongst team members. The success of these negotiations will depend 
upon  the random admixture of personality features and cognitive constructs held 
by  the various participants. It will also depend upon the protective features -
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fraternity, role distancing, or status solutions developed by teams. It may be that 
particular kinds of teams develop particular kinds of defence. It is for instance, 
easy to see how unemotionality develops on the shop-floor. It is as easy, in the 
light of the interviews reported and analysed here to see how fraternity develops 
in  the classroom.
O ne of the clearest indications of the first part of this research is that classroom 
teams cannot simply be 'left to get on with it'. Strains may develop which may be 
camouflaged by a variety of devices. Guidance may be needed on the appropri-
a te  structuring of teams - in other words, who should comprise a team. Enabling 
som e degree of choice and self-selection seems to be an implication of the re-
search: people will, unsurprisingly, work better with those with whom they feel 
comfortable than with those with whom they feel ill-at-ease. A more counter-
intuitive conclusion is that heterogeneous teams will, in general, 'work better' 
th an  homogeneous teams: the team process will be more straightforward with 
fewer ambiguities where there is a mix of participants.
In  general, 'coping strategies’ - such as fraternity, reinforcing territory, highlight-
ing status differences - may evolve out of stresses engendered because of ideo-
logical or personal mismatches or misunderstandings.
Xhe new teams and other teams
jyiany of these notions have already been taken up in the research on different 
lands of classroom teams, though the issues have nowhere been identified as a 
discrete set applying to various kinds of adult co-working practices in the class-
room . The various kinds of existing arrangements - involving team teaching, 
classroom assistants, special education teams, and so forth, as discussed in
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chapter 2 - show nevertheless a remarkable degree of uniformity in the stresses 
a n d  strains that are experienced therein.
Throughout accounts of research into classroom co-working a number of themes 
arise repeatedly which are mirrored in this research. There is - in accounts of 
team  teaching - the reluctance to teach before colleagues, the need for autonomy 
and  the implicit differences in ideology which impede the teaming process. 
Hargreaves (1980) makes the point that these are all the more difficult to recon-
cile because the differences are implicit; in being implicit they are unspoken and 
therefore incontrovertible. One might add that the lack of ventilation about 
these differences or about this discomfiture is actually a process entered into by 
th e  participants. Learned helplessness or fraternity - in the absence of the struc-
tu res  which would enable a resolution of these difficulties - is preferable to the 
stresses which exist by virtue of them.
T h e  findings are quite consistent for team teaching, even in the different educa-
tional environments of the USA and UK. Bennett's (1980) findings are echoed 
in  those of Miskel et al (1983) who find that co-working typically occurs on an 
informal and low-frequency basis. The findings in the current research confirm 
th e  inference made in chapter 2 that the reasons for this lack of effective joint 
endeavour are located in the micro-climate of the classroom - in the perceptions 
o f  interpersonal difference; in clarity of managerial and task responsibilities; in 
perception of philosophical or pedagogical mismatch.
attributions and role-making
T h e  interrelationships of the various schemata which represent these mismatch-
es are examined in chapters 8 and 9. Construct theory and attribution theory
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prove to be valuable vehicles for unravelling the nature of the difficulties which 
people experience in teams. Chapter 8 extended the idea that pedagogic con-
cerns and affective concerns were foci around which dispositional attributions 
tended to cohere. The making of such attributions seemed to result in partici-
pants' reinforcement of status or territorial demarcation lines. On the other side, 
ro le  definition existed as a fairly discrete construct in interviewees' minds, unre-
la te d  to those dispositional attributions. The different kinds of attributions 
m ade can be related to the solutions they propose for themselves, which are 
view ed here as means of attenuating stress. Or the distinction may be used as 
th e  basis for 'engineered' solutions to the participants' problems.
T he  dichotomy that I draw here has a correspondence in the literature. There, it 
cfln be seen on one side that there are suggestions for team members to become 
sk illed  in understanding the roles which they are to fulfil in the classroom. 
T hese exist in techniques such as room management, and can be related to those 
definitional solutions. On the other side are solutions which rest in ameliorating 
stress arising from the dispositional attributions which exist by virtue of mis-
m atches in ideology, personality and so forth. Those latter solutions have most 
comprehensively been explored by Wilson (1989) who has sought to equip team 
m em bers with a set of consultation, counselling and negotiation skills with which 
they  will be able to alleviate some of the tensions and misunderstandings which 
occur in the shared classroom.
Although this latter would appear to be a worthwhile endeavour, it would seem 
destined  to meet with many of the practical problems (such as lack of time) 
w hich create the conditions in which communication will be absent and misun-
derstandings thereby occur. In other words, it seeks to improve communication
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in  conditions where such improvement, due to the exigencies of school life, is 
unlikely to be possible. Were there unlimited time for discussion and planning, 
i t  may be that few of the difficulties noted would exist in the first place. The 
search  for solutions based around these dispositional attributions, then, is 
somewhat circular and in itself is symptomatic of dispositional attribution. It is 
asserting that tensions exist in teams because of personal deficits which can be 
rem edied by a kind of skills training. The alternative position, based in a set of 
situational attributions would posit that individuals had the skills and the will to 
communicate, but simply lacked the 'setting conditions' for this to happen.
H o le  depending on 'team personality'
T h e  process of role making is shown to be yet more problematic in chapter 9, 
w here  participant observation revealed that role is indeed highly variable, and in 
te rm s  of one's position as a team member, dependent very largely on the team 
•leader' - in this case, the classteacher. One's own role, in terms of status, feel-
in g s of acceptance, and professional integrity, was shown to be constructed very 
largely  out of the professional flexibility, security and interpersonal skills of one's 
co lleague. The enormous variability possible in the nature of the role thereby 
constructed is highlighted by this research and further suggests that to attempt to 
construct a role nearer to the 'ideal self through counselling or negotiation skills 
j s  unlikely to be successful.
jn ir th e r  research in this area might examine more specifically the nature of the 
dispositional attributions being made in terms of intentionality and forseeability. 
I t  might also aim to test empirically the model proposed in chapter 9, to deter- 
j j j in e  whether individuals can indeed place themselves and their colleagues on 
dimensions isolated in this research, and to determine whether individuals'
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placements on these dimensions can be shown to co-vary. However, as I have 
indicated, the interest and appeal of such a study might not be matched by its 
value.
Perhaps the most important finding to emerge from chapter 9 is that the process 
o f role-making is an interactive one, depending on the team personalities of the 
participants. The constructs of each and their interlocking constructs about the 
construing processes of the other(s) will determine the nature of the relationship 
that emerges.
Homogeneous and heterogeneous teams
A n assumption throughout this research is that the dynamics of teams are cha-
racterised by generic problems: that when people get together in a team altera-
tions in the nature of the task to be undertaken occur. These alterations will 
occur irrespective of the nature of the participants. A further assumption was 
th a t although classroom teams are developing for a variety of reasons, all of 
those teams thus constituted confront these alterations, and that the climate or 
'ecology' (Doyle, 1977) of the classroom is changed in important respects due to 
the  interpersonal dynamics of the team members.
T he  aim throughout has been to examine these changes in dynamic, and not to 
examine the specific problems or features of particular groups of people in the 
classroom. However, recognition has to be made that important differences do 
exist in different kinds of team and these have been noted for discussion where 
they do exist. Indeed, these differences have provided important pointers for an 
analysis of the kinds of dynamics which may exist in the classroom when extra 
people are present. In particular, it is possible to elicit significant distinctions in
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personal constructions about status and threat from participants' accounts about 
teamwork with different kinds of team member, and these distinctions have 
formed an important element of the analysis and findings.
I f  differences between different kinds of team are focused upon, the broadest 
and  perhaps most useful dichotomy which can be drawn is between heterogene-
ous and homogeneous teams. It has to be remembered that while chapter 7 was 
about the heterogeneous team, chapters 8 and 9 were both about the homogene-
ous team. The research shows that although important differences exist between 
these  different kinds of team, they do nevertheless appear to share dynamics. 
Among the participants of both, situational and dispositional attributions occur, 
and  definitional and status solutions are tacitly arrived at. A direct comparison 
o f  these differences was not attempted here since it was assumed at the outset 
th a t the classroom team, in itself, possessed consistent features irrespective of its 
structure. Throughout though, differences have been noted, in passing, and 
these  would form a worthwhile topic for further research. The differences as 
they have been found and the implications of these differences are discussed in 
th e  following paragraphs.
Homogeneous teams exist where all the members are similar - in this case, all of 
th e  same professional status. Since all classroom teams must have at least one 
teacher, this means that a homogeneous team must be a team comprising only 
teachers. Definitions of different kinds of homogeneity and heterogeneity have 
already been discussed.
rThe homogeneous team is characterised by certain kinds of difficulty that do not 
afflict the heterogeneous team. The fear of being watched or judged is accentu-
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ated when the co-member is of one's own profession. Furthermore, the failure 
of a team to operate completely successfully is less likely to be attributed to 
parents or to ancillary helpers since they are unlikely to be perceived by the host 
as foreseeing events with which they are associated. Teacher colleagues, on the 
other hand, are less likely to be given the benefit of the doubt.
These various kinds of team are being introduced into classrooms with neither a 
discussion of the problems general to teaming nor any consideration of the needs 
of team members in different kinds of team. It seems appropriate to note here 
that at least some kind of superstructure is necessaiy to support the team proc-
ess. This is necessary at Bronfenbrenner's (1979) exo-system level, in the provi-
sion of appropriate guidelines within a school on why teams are existing (for 
example to give effect to integration or to parental involvement) and how they 
might operate in terms of the specific activities which individuals might under-
take. It is also necessary at the micro-system level, where it has been shown that 
focusing on the routine activities of team members is probably a more fruitful (if 
less interesting) path to follow in helping to promote successful teamwork than 
that of the interpersonal dynamics of a team.
The teacher's task and its subdivision for the purposes of role defini-
tion
Chapter 10 took as a starting point the conclusion that role definition as a situa-
tional attribution is a productive way of structuring the work of the team and 
obviating some of the problems noted in teamwork. It suggested that the deline- 
ation of the tasks which had to be performed by the teacher in her management 
of the classroom constituted an important starting point in enabling a set of role 
definitions to be allocated to other team members in the classroom. It took as
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its basis the analysis undertaken in chapter 3 and linked this analysis to a particu-
lar system of role definition in personnel organisation which has been used in 
nursery education and in special education. Room management, in the specific 
allocation of tasks to individuals, and in the nature of the task to be done was 
seen to be broadly congruent with the analysis in chapter 3, and was therefore 
viewed as an appropriate model for testing the notion that formally structuring 
the work of the team around a definitional solution would be beneficial. The 
benefits were measured in terms of improvements in children's engagement, 
showing substantial and significant gains when the team was so organised.
Further research on this last area might measure benefits in terms not only of 
the 'quality' of children’s work (Bennett, Desforges, Cockburn, and Wilkinson, 
1984), but also in terms of perceptions of the team process by the team mem-
bers. Such research might thereby link the imposition of such a system with 
notions such as team personality advanced in chapter 8, and with the inclination 
of team members under such a system of organisation to attribute team prob-
lems to individuals in the team.
i
Conclusions
How might the classroom team operate most effectively given that a major 
conclusion from this research is that clear role definition is a crucial ingredient 
of team success? How can teams be encouraged to devise for themselves role 
solutions rather than autonomy solutions when faced with the inevitable pressures 
and stresses of teamwork? A number of recommendations emerge from the 
research:
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1 The shared classroom should be seen in the context of developments 
which are worthwhile and worthy of promotion by the school. The formu-
lation of whole school policies on parental involvement, community par-
ticipation and special educational needs will be beneficial, if the whole 
staff is genuinely involved in the process of developing such policies.
2 Opportunity should exist from the outset for discussion about the peda-
gogic, professional and affective concerns and expectations of team
; members. Tension which arises out of mismatch between participants' 
concerns and expectations appears to be at the root of team defences 
which inhibit teams'effective working. - ...........
3 However, mismatches in the team should not assume an unwarranted 
significance. Teamwork stresses are likely to be handled more successful-
ly through clear task and role definition than through strenuous attempts 
to resolve mismatches through improved communication among partici-
pants. Strategies directing attention to the task are more likely to meet
\ with success than those directing attention to the participants.
4 Planning for teaming will ideally be a joint exercise involving ail class-
room participants. People need to be able to discuss the roles they will be 
fulfilling and whether they would feel comfortable undertaking a particu-
lar set of tasks. The opportunity of exchanging and interchanging roles 
needs to be discussed.
•» . * - - - . '
5 Individuals' strengths and weaknesses need to be identified during plan-
ning.
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6 Clear definition of classroom tasks and activities need to be made during 
planning.
7 The composition of the team needs to be considered carefully. On the 
basis of this research there are grounds for believing that heterogeneous 
teams will experience fewer stresses than homogeneous teams.
8 The group needs to meet regularly to discuss and evaluate the way that 
■ they have been working. The openness of a  'quality circle' (see p 37) has
to be the hallmark of such meetings; the atmosphere should be informal 
with individuals encouraged to suggest ideas.
The new classroom teams, as I have attempted to indicate, constitute an impor-
tant, but neglected, feature of school life. It was necessary to document features 
of their nature and to examine the problems which confronted them. The broad 
areas to be investigated in this thesis were, as set out in the introduction, as
follows:
»■
1) the dynamics of the class and the alterations which occur on the introduc-
tion of other adults; the nature of the loosely-formulated classroom team;
2) the status of the teacher in her work with other adults in the classroom in 
a situation which challenges traditional assumptions about her autonomy.
3) the impact of teaming on the role of the teacher and her style of work;
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4) the formulation of the roles of participants; the development of their roles 
in a situation which provides little in the way of role definition;
5) the operational strategies which need to be employed by classroom teams.
Investigations have been carried out in relation to each of these areas. The 
idiosyncratic nature of the classroom team (as a team) has been emphasised, 
with its unclear boundaries and its loosely defined tasks. The particular stresses 
that emerge in such teams have been identified, as have the kinds of strategies 
employed by participants in ameliorating the effects of those stresses. The 
formulation of role in such a situation is seen to be largely a developmental 
process depending on a number of factors including the nature of the attribu-
tions made by team participants. On the basis of the foregoing, guidelines to 
operational strategies have been advanced and tested, and avenues for further 
research have been suggested.
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Appendix: Participant observation diary
APPENDIX 1 • |
Extracts from the diary 
(Participant observation, chapter 9)
26 April ! '
Shown into chemistry class, where a third year class of children are working with their 
young and inexperienced teacher X. They are the 7th of 8 sets, and because of their notori-
ous boisterousness, have an ancillary helper with them to provide support. I, as the tempo-
rary member of support staff, am asked to provide additional support. I ask the teacher at 
the start how he would like me to provide support: to individuals, generally, or in some 
other way. He's not sure - as they seem to need it. Discussion with P, the ancillary support 
has already revealed that she is very unsure about what she should be doing. She doesn't 
have a specific group of children to help. .
The class is having a lesson on photosynthesis. The explanation which leads into 
the practical activity is having little impact on most of the children. Comments from the 
children pepper the explanation from the teacher, which is faltering and almost impossible 
to follow. The subject of the lesson isn't really apparent; all that we know from following 
the teacher's account is that there are four test tubes, two with green plants in, and all with 
an indicator fluid. The pupils realise that something has to be done with the four test tubes, 
but beyond that little is clear; I am unclear about the purpose of the lesson, or what the 
children have to do. The children call out quite frivolously: 'She's got aids- yeugh'; 'She's 
sitting too close to me' to which the teacher replies Well tell her to move away a bit then'. 
He responds to most interjections of this kind which is probably encouraging them to con-
tinue. Questions to the class are met with the inconsequential first responses shouted out:
T Two of the test tubes have got plants in and t w o . . , ?
C Are dead! (laughter)
There is some extremely unclear instruction to get test tubes and undertake the experiment.
I feel redundant while the explanation is going on; more than redundant - embarrassed both 
for myself, and for my colleague. Anxious to be providing 'support' now that the explana-
tion has finished I look around to see if anyone seems to be unsure about what to do. There 
is a general air of disorganisation - pupils are wandering around, shouting in a fairly good 
natured way to one another, spraying water at one another. There is no obvious way to 
provide support to any of these groups; they all patently need support since the lesson was 
taken so badly, the instruction so inadequate. Eventually, and surprisingly,’ most pupils 
seem to become part of a group which has obtained a set of test tubes for the experiment, 
and they seem to set these up appropriately, two with plants in, two without and two with 
black paper around them. I ask some of the pupils if they know why they are doing this * 
no, but they have a diagram which tells them what to do. I wander around looking for 
pupils who look as though they need help, but on doing this, all seem to need some kind of 
help. None understands what they are doing or why they are doing it:
GT Why have you put the plant in that red liquid?
C It’s carbon dioxide.
Where do I begin to explain? Two degrees in the social sciences do not equip me to pro-
vide a good explanation, and I suspect that even if I had a Nobel prize in chemistry I could-
n't begin to get through the pupils' confusions. Help is limited to procedural advice: Put the 
card round this one; draw this here; now do this. But the confusion in the lesson generally 
is such that my presence merely acts as an aid to attention for the pupils for as long as I am 
present. They more or less know what they have to do - they need help staying on the task 
in hand. When I move onto someone else, they lose attention from the task in hand. I'm 
merely someone who is helping the pupils to focus on the task in hand, since there are few if 
any constraints on behaviour imposed by the teacher. Messing around, turning on gas taps, 
splashing water, calling to mates on the other side of the room are all more attractive 
propositions than writing about fluid in test tubes. The teacher leaves the room to get some
Appendix 1.1
56
57
58
59
60
61
62
63
; 64
65
*66
67
68
169
170
71
72
73
74
75
76
77
78
179
80
81
.82
83
*84
85
86
87
88
89
90
91
92
93
94
95
96
97
98
99
100
101
102
103
104
105
106
107
108
109
110
Appendix: Participant observation diary
text books and in the three or four minutes that he is gone the atmosphere remains much 
the same. When he comes back with the books, the children are told to put their test tubes 
on the window-ledge to be in the light - no other explanation is forthcoming. - There is no 
real opportunity for me to provide an explanation in the way that I am providing support; to 
approach a child (which child?) and start to explain about the effects of the sunlight would 
be injurious to the self-esteem of the child I approached (peers would wonder what was 
going on) and would break into any little flow that existed in what the teacher was doing. 
The text books are handed out - with the customary messing about. The teacher tells them 
to read from a certain page, mentioning a couple of paragraphs. There is much negotiation 
about who should read - when finally names are decided upon, other children are not happy 
and intervene while the nominated children are reading. The reading is seemingly com-
pletely without meaning for the children, but again my presence is superfluous, as it seems 
to be with all 'central' activity ie activity focused upon a central focus, whether that be child 
or teacher. To break into such activity would be intrusive and counter-productive.
Throughout all this is the question, should I intervene by raising my voice and taking a 
higher profile, rather than merely supporting. To do so would undermine rather than 
support and would be de-skilling for this young teacher. Such team teaching would have to 
have been well-planned in advance, with agreed aims and methods. -
• Following the reading out loud, the children have to copy a paragraph of the book and 
then explain it in their own words, then answer some questions on the same page. This is 
done with the usual disorganisation and messing around. I go round asking the pupils to 
explain in their own words, but they can't. What they write is merely a reorganisation of the 
words in the textbook, if indeed they have written anything at a l l . , They are unable to 
answer the accompanying questions eg what four things are necessary for plants to photo- 
synthesise - answer from one girl: 'black card and fluid'. Again, I wonder what I can be 
doing in this situation to support these children; they have no understanding at all of what 
they are supposed to be doing. They know that they merely have to go through certain 
processes, produce an answer, have something written in their books. My 'support' is 
merely a means to those simple ends - helping them get the right answer.
Subsequent discussion with the teacher is a rather hurried exchange before the next class 
comes in. He is embarrassed by the clear failure of the lesson to achieve any aims which 
could be called educational, and I spend most of my energy trying to convince him that I am 
not being judgmental, but that I am interested in how support can best work. I can sympa-
thise with teachers who dread this kind of hurried exchange: the defensiveness, the lack of 
understanding, the perceived intrusion. To explain what one really wants to do would take 
hours and only minutes are available. .• * * :
Talking subsequently with the head of support and (coincidentally) the head of chemis-
try, we decide that the only meaningful kind of support in this situation is one of shared 
teaching, and that next week's session will begin with planning for shared teaching in a 
subsequent session.
After this session I go to help support a group of slower first-year children taking French. 
French is taught in 'non-random mixed ability1 with a group of slower children in their own 
class. These children, though, follow the same work as the others in the year group, ie they 
have the same textbooks, not completing all of the exercises. There is one classroom assist-
ant helping already.
There are about fifteen children in the class and I sit (randomly - again, the teacher 
t doesn't have any specific preferences about whom I should support) next to John [all chil-
dren's names are changed]. It's oral French at a very simple level, but even at this level (I 
have 'O' level French!) I find it difficult to keep up with the conversation. Some of the 
children are coping, some clearly are not. The atmosphere in this class is much calmer and 
more workmanlike, though. The teacher is more experienced and more confident, the 
children more docile. The differentiation of the secondary curriculum must create consid-
erable problems for the support teacher. They cannot hope to be sufficiently knowledge-
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able to cope with even first year work in specialist subjects where syllabuses will reflect very 
different content from their own schooldays. ;
Here again I find it difficult to know what to do in this 'centrally1 organised activity. The 
teacher is working with the whole class, asking them questions in French. How do I help 
the boy I'm sitting next to without seriously disturbing the flow and the sequence of the 
teacher's work. I'm also having difficulty in keeping up with it. As with the previous session, 
my support is limited to simply helping with the mechanics of the session - in this case giving 
the child the correct answer, when the class is asked a question. This oral French continues 
for fifteen minutes or so and I feel redundant. The teacher then moves onto working from 
a textbook, again with the whole class and the same problems occur for me, mainly because 
of the whole-class, centrally directed nature of things. This continues for another 20 
minutes or so, and then the children move onto working in their exercise books, doing an 
exercise based on the previous class activity. There is more opportunity for support truly to 
operate in this situation, and I wander around looking for children who appear to need help. 
Again the nature of the curriculum and the nature of the tasks being undertaken is prob-
lematic. 'Support' in this situation, where the children have a limited time to complete a 
task (filling the appropriate word in the blank space in sentences) essentially means telling 
the children the answer, or, hardly better, giving them such gross clues that they cannot fail 
The task seems meaningless and my support equally so.
My relationship with this teacher is rather easier as she is more confident. She sponta-
neously comes over to me to explain in more detail what she is doing, the aims of this ses-
sion, and how this class and activity fit in with this year group and the wider curriculum.
, Discussion with the classroom assistant as we are going out reveals the same problems as 
• I have been sensing: not knowing who to help, how to help them, when to intervene, wheth-
er one might be intruding. Differences between staff are seen to be all important. She finds 
it extremely difficult supporting some staff: one teacher simply asks children to copy from 
books, and here her support, she feels, is totally wasted.
May 3,
I make my way to Mr X's class again, a little late, having been talking to the head o f sup-
port. I haven't spoken in detail to Mr X  yet about the team teaching idea. Last week's 
meeting with him was too tense to broach the topic. It was taken with establishing confi-
dence. When I come in this week the situation seems rather similar. Mr X is taking the 
class from the front and the children are messing around as they were last week. X holds 
up a small glass tank with a funnel upside down over something ( a small plant, I think) and 
compares it with another similar set of objects. The children have to compare the two sets 
and say how they are different:
C There's more water in that one 
C One's all dirty -yeugh
The session is to show that carbon dioxide is taken up by plants:
C That dirt's carbon dioxide!
Explanations are again punctuated with inconsequential intrusions:
C Anyone got a rubber!
These become so intrusive that X eventually loses his temper and raises his voice. This has 
some effect on the children, who temporarily quieten down. He capitalises on this by saying 
T Right we'll have two minutes of complete silence - not a word.
The children respond to this: it's the first clear instruction they have had; they are clear 
about the rules and what is expected of them. Again I feel redundant - not only redundant, 
but worse that I am compounding the situation by my presence, and perhaps that P the 
ancillary is in a similar positioa He must feel some degree of inhibition about doing what 
comes naturally to him to quell the sorts of problems that he is experiencing. Again, there 
is no way that I feel I can intervene in the immediate situation without making things worse. 
I am also slightly concerned that if we ultimately move to team teaching I am losing credibil-
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ity by being associated with this degree of control.
Eventually the explanation is complete and the children are told what they have to do 
with their own glass containers. A few begin to do it. Some conspicuously, or not so con-
spicuously, do not. I make my way to a boy who has not associated himself with any group, 
and has begun no work.. He is drawing pictures of cars. He says that he cannot start as he 
hasn't got his book. 'Sir' is engaged elsewhere and ought not to be disturbed to get the 
book. Would he have it anyway? This boy seems quite happy in the knowledge that he will 
not have to do, nor will he be pestered to do the work in hand. His answers about the 
experiment are monosyllabic. The explanation wasn't sufficient, clearly, and I am left 
wondering, again, where I should begin given the nature of the work and the children's diffi-
culties understanding it. V s
The noise level rises and children generally seem to be only very peripherally concerned 
with the task in hand. They have to draw the two sets of apparatus, and say how they look 
different. The task seems meaningless. About 50% of the children have drawn something; 
the others are making no attempt to start, are chatting, walking round the class or occasion-
ally shouting something out., There doesn't seem to be anyone particularly in need of help, 
though certain of the children clearly are demanding more of the teacher's attention, and 
they are getting it. Asking them what they understand of the task in hand, the answers are 
very similar to last week's, limited to procedural comments, or a rehashing of the answers 
made earlier: the water's dirty, there’s more water in this one. My responses can also only 
be procedural, given the inappropriateness of the task for this group. They are nowhere 
near understanding what is going on, neither do they care. My comments are of the variety: 
do you know what to do? How are they different? Have you drawn anything yet? The 
• children's responses last for only as long as I am present. I feel more acutely the inappro-
priateness of this kind of support and the support which the ancillary is providing. It can 
only be meaningful if I can share with the teacher some ideas about what tasks are useful 
and meaningful for these children, if we have joint planning about the teaching objectives 
and content. ■ - . ■ •
The children are drawn together for an unsatisfactory account of what they have been 
doing. There is then, out of sequence, a reminder of what they had been doing last week 
(photosynthesis) and an instruction to go and get their test tubes from the windowledge. 
This a few of the groups manage to do. They are asked what colour the tubes have gone. A 
variety of answers is proffered. Again no rules for answering; kids shout out and are at-
tended to almost irrespective of the nature of the contribution. It is unclear at the end of 
the explanation why some of the jars should have changed colour. They are told to draw the 
jars and say why they have changed colour. I go to help the group of four children who are 
nearest to me; this seems to be as good a criterion as any for identifying children who need 
help. In fact one or two of them seem to be coping at the 'process' level: one girl has in fact 
drawn quite a neat diagram of the jars. Questioning them, though , reveals that they have 
no idea at all of why there has been a change of colour. Even the single words - photosyn-
thesis, carbon dioxide, etc - have disappeared from last week.
The children are stopped again and drawn together. Most have done very little. My 
support has been peripheral, and procedural, only serving very transitorily to focus the 
children's attention as I talk to them. The focus is now the teacher again, though the in-
consequential intrusions are if anything worse than before and begin to be slightly personal 
about the teacher. He shouts at them again and demands five minutes silence. They 
comply for about a minute but then following 'operant coughs' and sighs one or two of them 
begin to make comments, ostensibly directed to the teacher at this stage. He responds in a 
fairly good-humoured way, eventually establishing a quiet dialogue with a few children. 
While this is happening the others gradually begin their banter again and before long the 
situation is as before. This time, though, they have no direction at all, since this is supposed 
to be a period of 5 minutes silence; it has slid into being nothing. The ancillary support and 
I realise what the original instruction was and keep to this by not intervening at all in the 
emerging interactions among the children. I feel frustrated at the inability to intervene in
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this confusion. Again, to do so would only undermine the teacher.
I agree to see X after school and when I do see him I again emphasise the nature of my 
interest. I am acting as a support teacher, and am not in any way in any inspectorial capaci-
ty. My feelings are that I am not being any meaningful support in the way that I have been 
operating and that I can only help meaningfully if I talk with him about the nature of the 
lesson and if we jointly talk about its content and presentation. He is happy with this and 
we agree to meet before the lesson next week to plan some team teaching.
French. The children are working from the same books. I ask whether the teacher wants 
me to do anything different from last week. She says no, just help as it seems to be neces-
sary. I sit beside a different boy this week and similar issues arise to those that arose last 
week: why am I helping this particular child? Why not another? The ancillary is supporting 
a statemented child, who doesn't appear to be the butt of any teasing because of this from 
the other children. The lesson goes on mainly in a chalk and talk vein, in French. My help 
is again limited to merely repeating to the child what the teacher has said; it would be point-
less to give the answer, and prompting or more elaborated help seems unproductive for the 
same reasons as last week - it would interrupt the flow of the teacher’s work or her explana-
tions, and I'm not sure in any case whether I can elaborate helpfully even at this simple level 
of French.
The chalk and talk ends and the children are asked to pair up so that they can ask each 
other questions, as outlined in the textbook. One child doesn't have a 'pair', so I work with 
him. The children don't seem to think it odd that there are extra teachers in the classroom 
and accept this kind of arrangement quite happily. On doing the questions with this boy, 
who seems to suffer from quite severe eczema, it becomes apparent how difficult this work 
is for the children in this class. He clearly has very little understanding of what is going on 
or what is required, as is the case with the previous boy I was helping and indeed seems to 
be the case with all of the children. Their apparent facility with oral French seems to have 
come from constant repetition, week after week. The oral French done in chalk and talk at 
the beginning of this lesson is almost exactly the same as the oral French at the beginning of 
last week's lesson. We finish this exercise very quickly and then have to find other supple-
mentary activities for the rest of this session while the other pairs are working, 
i My reflection on this does not suggest to me that team teaching is the obvious and . 
necessary answer to support in this situation. The children are doing the same work as the 
other children in this year group and it appears to me as a non-specialist that it is being 
well-taught. It is not for me to suggest that the children are achieving very little from these 
exercises, especially as the national curriculum will demand that all children (Sec 17-19 
allowing) do the full curriculum.
I reflect also that some research I have read indicates that the most productive class size 
( in terms of attainments of children and their engagement) is around 20, which is the size 
of this class. There appears to be a delicate balance between different factors: teaching 
style, content, expectations, children which teachers establish taking into account all these 
factors; each is dependent on the other and the result is the best possible result with the 
given constraints. To inject a new factor - such as a support teacher does not necessarily 
improve the situation - one can only dabble at the edges. The children's understanding of 
what they are doing in the lesson I'm supporting in at the moment isn't improved, neither is 
their understanding o f why they are doing it. I merely help them through the itinerary, 
which is perhaps a valid thing to do, but even where I am doing this I have to ask whether 
this is of benefit. Are they thinking as much if they are helped in this way? Is it stopping 
them from working more appropriately with a group or with their teacher?
We end the session by lamenting how long it takes children even to learn that s’ii vous 
plait means please. Not one of them knew this when asked the question in an unfamiliar 
format at the end of the lesson.
I finish (after having seen Mr X  after school) by talking to the head of support. She is 
pleased by the help I am giving and says that it has the most enormous spin-offs for her in
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terms of the understanding of staff of what she is doing.
Wed 10th May
Go straight to the lesson and talk to X before it starts, clarify that we shall be planning my 
team teaching this week and i shall be beginning next week. He had assumed that I would 
be starting this week but I am unhappy with this idea since I feel I need to have a good 
preparation in hand to establish my authority with the class. I feel that this is crucial given 
the current situation. While they have no respect for the authority of the teacher they will 
not take anything else of the lesson in. The content of the lesson is also in need of attention 
but this can be dealt with relatively simply.
Into the lesson and it starts in much the same way as usual; the kids are relatively or-
dered (after lunch) when they come in. As soon as there is a full complement though the 
banter and noise level begins to start rising. X  makes no clear signal of the beginning of the 
lesson, nor does he expect any behaviour ( eg sitting in seats) before the lesson begins. He 
engages in quiet informal discussion with a few of the children, encouraging the others to do 
likewise amongst themselves. This kind of error is so clear yet it is the kind of point which 
it is extremely difficult to put over to a colleague, especially when one is ostensibly at least 
trying to help those children who have particular difficulties. I suppose that the only real 
way is through example and team teaching - again. Team teaching in this situation has a lot 
of pluses to i t  x
The session this time is on ecology and the children have been promised that they wall go 
outside, though there is no indication when this will be. The teacher begins by giving an in-
struction to the class about food chains, which they follow, again by recipe. Most do not 
realise what they are doing when I talk to them - most are not even following the 'recipe' 
about the work from the book. They are far more interested in the sexual politics of the 
class; there is a lot of loud banter between the children. Only one or two of the class does 
not take place in this. The tasks they are being asked to do are meaningless and they have 
no framework or system of rules or controls for their own behaviour in the classroom.
* Subsequent discussion with X  shows him to be rather embarrassed again, but we agree 
to proceed with the team teaching.
French and the same problems arise again: who do I sit next to, whom do I help? The 
lesson follows much the same format, with repeated questions to which they reply in 
French. As I've said before there is no real way in which one can provide support in this 
kind of situation. I realise here why I thought the children were so good at French at the 
beginning of the term: they have identical questions week after week. Of its kind the lesson 
is good - its just that there is nothing for me to do in the actual lesson, partly because these 
children are setted already and this teacher has effectively addressed the question of how 
she will make the curriculum accessible to all children.
There is some activity in the lesson; the children are asked to find a way to a certain 
place in the town and we have to tell them in French. I take the role of a 'native' like the 
other children; I realise in doing this how much of a spare part I feel and how out of con-
trol i am of my own impression (in the kids' minds), and my own autonomy.
May 17
I arrive having prepared material to work with the science class. It is the lunch hour still 
and I have 20 mins to talk to X  about the lesson ahead. I show him the materials and he 
approves. We agree roughly on a running order for the lesson, who will talk first and how 
we mil take over from one another. The plans for this action are not very clearly drawn, yet 
this, must always be the case with support since time for this kind of preparation will always 
be in the squeezed lunch hour or after school, we take 10 mins or so discussing this and the 
rest of the time is taken up in talking with the other members of the science department, in 
whose area we are sitting. We then go and spend some time looking for appropriate books 
and jamjars for the lesson. We finally arrive at the classroom and the children begin to 
come in. : . . .  ,
I place myself at the front of the class this week to signal to the children that I am actual-
ly sharing the teaching with X. However, this does not appear to ;have much effect on their
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behaviour, probably because I have had little or no chance to establish my credibility over 
the previous three weeks; I have simply been an adjunct to the teacher - and one that 
seemed to the children to be insignificant and powerless - because of the in-between situa-
tion in which I placed myself, not wanting to undermine or usurp X's authority. I realise 
that I need to establish my authority fairly firmly if I am to retain any credibility at all. 
However, hopes of this are not helped by X failing to introduce me effectively, and handing 
out my worksheets at the beginning rather than leaving me to do this, as we had agreed. 
Not only does he do this, a boring and distracting task, but he accompanies it with the line 
Mr Thomas has done these nice work-sheets for us on his computer'. There is laughter, 
ooohs and then clapping. I smile, but realise that establishing authority now will be an even 
more difficult task. h  L'.y. ■ - :
As he finishes giving out the worksheets I feel I have to seize the initiative and clear with 
him that I will say a few words about the sheets. This is in any case necessary since they 
have been inadequately explained. My main purpose, though, is in making clear to the class 
who I am and what I intend them to do, and also the fashion in which I intend them to 
behave.' I first say to them that they must put up their hands when they wish to talk to me 
and a few other rules of classroom conduct. There is some banter, but I make it clear that I 
will expect these rules to be followed. To my surprise, order is established relatively quick-
ly, though there are a lot of questions about who I am - ’Are you the new headmaster?1 ’Are 
you a student?1 When I tell them that I am a teacher who is helping and that I am with the 
support department and Mrs Woolley, there is a telling question: 'Does that mean that you 
can't control the class?' I make it clear that it doesn't. I give them a task to do before we go 
outside to look in a wall, and they complete this relatively quickly and without any com-
plaints about the work being too easy. The work I would put at third year junior level and 
these are third year secondary. Clearly they don't mind how easy the work is. Far better to 
err on the easy side than the difficult. •
The centre of control moves back to X as I finish my talk and the fragile nature of con-
trol and sharing of control becomes more clear as the carefully established rules of conduct 
I have established are immediately neglected and violated by X. It is surprising how quickly 
the children perceive this and how quickly the control collapses as he takes over. This is 
quite dispiriting. The children are broken into two groups and we go outside with them, 
each group to look at a different hedge. My group is a nice group of children, who become 
even nicer when in a small group such as this. We look for animals in the hedge, though 
they are unpractised in this kind of task and find the interpersonal mechanics of the group 
far more interesting than the mini-creatures on the wall. *
We make our way back to the class and P the ancillary support is there. She joins us as 
they haphazardly come back into the class.' Control is again my main concern as this 
happens. It is going to be even more difficult to communicate with them as a group, X’s 
group seeming rather high having come back from the field.. I try to reestablish the rules set 
earlier, and manage this with rather more difficulty this time. The kids are milling and find 
some group support in this. Eventually they settle, there are only a few minutes left and 
the lesson ends rather scrappily, probably mainly because of the lack of clear authority or 
chain of command between X and me. He is in command, in theory, so I leave him to finish 
the lesson - to mark its end - though I would have been happier doing it myself. This kind 
of event -getting them in and getting them out - will have to be made clearer next time.
I go to the next session; this week I can't go to French (or at least it will not be very useful if 
< I do) because they are doing a test. Mrs A tells me that it will be useful if I go to geography 
with the 4th years instead but when I find my way there the teacher does not arrive for 
reasons that are not understood (by anyone). After five or ten minutes another teacher 
stems the breach and takes the class as a holding operation. I decide that it will be more 
fruitful if I use this time to discuss the session previously with X. On arriving he is discuss-
ing something else with a local policeman and with P. After some polite chit-chat we get to 
talking about the session. He clearly feels it went well, though the impression he is giving is
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that the session has enabled him to split into groups and management is easier from this 
point of view. My feeling, though I do not say this, is that the session has gone rather better 
because I have established at least some authority in the session and the children are at 
least doing tasks of which they are capable and they know what they are supposed to be 
doing. I've come across this in ed. psych, work - if you suggest anything that works with 
some teachers, the reason for change is found elsewhere. We decide to continue with 
similar work next week and that I will continue to produce worksheets.
Subsequent discussion with Mrs A  indicates that she has been in similar situations to me. 
She has felt that impotence when a teacher is struggling and you know that to intervene will 
undermine. She describes a situation with a young teacher who was having problems with a 
class, and with whom she is providing support. She notes exactly the same situation as I 
have: that in which to assume a degree of authority with the class will take away from the 
confidence of the teacher - she describes it as a vicious rather than a virtuous circle.
M ay26 ' ’ ;
First I talk to Mrs A  (Head of Support) who tells me about the teacher she wants me to go 
in with this week after sdence. She is an experienced teacher with a bottom set of 4th years 
doing geography.
I then go to talk to X about this week's work. He tells me, before the lesson starts, that 
he has been having trouble with one of the girls in the class, Jane. He had been asserting 
his authority with the children and had sent two of them to the year tutor; after that they 
had been fine. However, at the end of the last lesson, Jane had spilt a jar of water and had 
been told by X to wipe it up. She told him to get her a cloth. When he refused and there 
was a clash of wills, he went over to her and repeated his request. She then hit him in the 
arm; she was now excluded from science. He was clearly upset about this and wanted to 
talk about it. I tried to make it clear that I thought that he was correct in what he did. He 
needed to make it clear to Jane that he was in charge; I said that I thought it would be 
tantamount to blackmail if he gave in because of any implied threat, violent or not, against 
him. He seemed reassured by this. ,
The children started to come in, in a rather more orderly way than in previous weeks. 
This may have been a reflection of my presence (though I doubt it since my status has dear-
ly been established) or possibly a reflection of X's stance against miscreant children over the 
last week. On reflection though, they often do come in fairly quietly. It is only over the 
lesson that the disorder builds. I again position myself at the front and try in a way not to 
associate myself with X's rather ineffectual attempts at establishing control I look into the 
distance and try to keep a straight face at the banter which is going on. X  switches from an 
authority voice to engage in pleasant, mild banter with one or two children, losing any 
control which he had with the whole class. Is this appropriate support form me - to look 
into the distance? Surely I should be coming in with banter with X to show that we can 
support and work with one another. Again I feel ambiguity about how to support. Will this 
undermine him? Probably not - we now have a clear enough relationship for me to be able 
to do this kind of thing.. However, there is still uncertainty about who is to be doing what. 
We've only had a short time to prepare this session together and in any case the lessons 
don't reflect the preparation, if last week's was anything to go by. After some rather loud, 
and ineffective commands from X he passes over to me and I again try to make it clear that 
i expect that rules will be followed when I am talking to the class. I suspect that I shall need 
to do this each week. Even with this fairly simple exercise, though, I wonder about the 
effect this will have on X. the fact that I am asserting that there shall be no shouting out 
and that they shall always put up their hands if they have anything to say to me contrast 
sharply with X's method of management. Will he learn by example, or will he feel that he 
cannot use methods such as this?
I talk to them about their work sheets and they listen attentively, eventually. I wonder 
here whether the support teacher can achieve any status with the group, given that s/he is 
always an adjunct to the status of the existing class teacher. This is in addition to the prob-
lems noted last week (Support teacher- that means you can't control the class, doesn't it).
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The answer is that you probably can achieve status, but at a cost - in terms of your own 
energy, and the time you have to devote each session to establishing the rules and also in 
terms of the cost of the possible injury done to the ego of the person you are teaching with,
I hand over to X to make the arrangements for going out to the pond, this week's exer-
cise. I have again prepared worksheets and I have discussed these briefly with the children. 
Rather haphazardly we go out to the pond and the children make notes while we are there. 
The exercise seems a little pointless once we are there; they have seen all they are going to 
see within a few minutes. ; . . .  ,
t We go back to class (my group, for they are split into two groups, X's and mine) and get 
on with the worksheets that I have given them. They do it well, though I realise that I have 
gone over the top in making things easy for them. While one or two cannot do the sh eet, 
most can do it easily and for one or two of the brighter ones it seems a bit of an insult. X's 
group then come back, straggling in and disturbing whatever continuity already existed in 
my group. Order goes, and there are only three or four minutes before the lesson change. I 
can't begin the worksheet with the new group. X notionally takes over, but doesn't make it 
clear to the kids that he is doing so. The last few minutes are a little straggly. ‘
At the end, we have to part fairly rapidly since I am to go to geography. We exchange a 
few words and I say that I will be in tough before my next visit since I will not now be in for 
twoweeks. - > > .
1 I go to the geography class and talk to Z, an experienced teacher - seems rather tense; 
who can blame her? She has one of the most difficult classes in the school to take, and here 
am I, an unfamiliar colleague, going to be in the classroom with her. She briefly tells me 
something about the lesson and the children before the lesson starts. She asks me to simply 
help as and where it appears to be necessary, but signals to me where the help is most 
necessary. . •
The kids come in, looking fed up. They are not disruptive; they just look bored. Their 
movements indicate weariness and resentment - sullen. They do not overtly do anything 
outwardly naughty, but bang into furniture and loudly drag out and position their chairs. 
They call to one another.
Z’s voice of control is rather shrill and forced. The kids are presumably not relaxed by it. 
It is more of a shout than anything else. I sit and again try to appear fairly stern - I want to 
maintain some kind of distance at this stage. Z  introduces me as a member of the support 
department, and the mention of support invokes a snort from at least one child.
Z  begins the lesson, which is about the development of towns along different lines of 
communication over the last one or two hundred years. I am surprised by how attentive 
many of the children are. There is only one group of girls who are being overly a nuisance, 
talking over the teacher. She deals with this by loudly and shrilly drawing attention to them 
* the impression is that it is almost manic. She is far from being relaxed and my presence 
probably is not helping. Most of the opening session is from the front and here again the 
problems of how to support from the front are replicated. Eventually, the kids are expected 
to do things on their own in their books. Here I walk around and help them with their 
work. It is in fact much easier in this lesson since the work is correctly pitched for most of 
them and they know what they are supposed to be doing and why they are supposed to be 
doing it. Every so often the individual work is punctuated by the teacher's instructions and 
here I have to stop and listen. I try to park myself near the girls group when this happens so 
that I can focus their attention on the work in hand. This is less effective than it might be, 
since I have had no opportunity to establish my authority with them and my mere presence 
• does not help them to focus.
(It seems appropriate to note here an observation I've made in many classrooms - that 
the presence of another person there is one with which the children are familiar and one 
which they do not seem to take any notice of. Unless you actually do something 'up front' 
it's almost as though you don't exist. Presumably this is because there is no observable 
consequence for them of your being there.)
The kids are kept working fairly hard in this way (mixture of class teaching followed by
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individual assignments and copying from the OHP), though there is not much for me to do 
when this happens. I help those who Z flagged to me as in most need of help, though to me 
it is not that obvious that it is this group who is most in need of support. They seem to be 
getting on OK, or at least no worse than anyone else. Those who need most support (of 
whatever kind) are the three girls, who are not concentrating at all, are talking and shouting 
at one another, and doodling in their books. Raises questions about the nature of what is 
’special’: here, where the work is fairly appropriate, the most special needs are those of the 
girls, even though they are among the brightest. The three girls are kept back at the end and 
an admonition given to them, but the threat of having to stay behind and do more work is 
not kept to.
Afterwards I talk to Z about what we will do next session and feel that there is some 
genuine attempt to include me in the discussion; but even though I am more competent in 
geography I wonder about the value of my contribution to this debate. The talk is about the 
content of the lesson, not the way in which I provide support. While the content is impor-
tant, I feel that our working relationship together should be higher up the agenda. At least 
we have more time to talk here since the school day has now finished - Z is very keen and 
doesn't seem rushed to be on her way home. There is time to talk.
June 14 . ■
I get to science and find that X  has produced some quite nice worksheets for the 
kids to work from. I wonder whether this has been my influence. P is also there. First X  
asks P and me to sort the worksheets into three piles for the kids to work from. Although 
the task is mundane, I'm glad X has had the confidence to ask me to do i t  The kids drift in 
as usual, with the usual loud banter among them. I have a quick word with X about return-
ing some work that I’ve marked and say that it's probably best if I leave it until the end. ; He 
quickly explains to the kids what they have to be doing. He very cursorily explains the terms 
habitat and species, almost as though he were reminding a group of Masters degree stu-
dents of some very simple terms. These kids need this sort of terminology explained in 
several different ways; and they need to do something to understand these words. He ex-
plains that they have to go to a habitat (same theme as in recent weeks) and count the 
number of species they find there. They also have to estimate the total number of 
animals/plants in that particular habitat. Although X is clearer in his instructions (about 
behaviour - eg waiting for them to be quiet) this week (and I again wonder if this has been 
my influence » perhaps there has been a modelling effect from my teaching the class) the 
instructions are quite perfunctorily given and the kids are unsure about what they are 
supposed to be doing. He then asks me if I want to give feedback on the children's marked 
work; I'd said earlier that I thought this would be best left till the end, rather than break 
into what the flow o f what he was doing. This again points to a problem of sharing the 
teaching: if there is any kind of differentiation in tasks, coordination needs to be good to 
prevent this kind of break in flow occurring. I repeat that it's better left until the end. X  
then gets the kids into groups by pointing numbers at them. They aren't attending when he 
does this; he tells them to get up to go out and tells them to get into their groups. After 
having been told, they don't know which groups to go into. There is mu milling around and 
much of 'Sir, which group am I in?’ A  minute or so of chaos convince X  that he’ll have to 
start again and get the kids into new groups; even this he does very superficially.
We eventually move outside and my group follows me down to the field. They 
deliberately confuse me when I ask for advice on which field we should go to, but we even- 
• tually get to the field we were supposed to be going to (I think)., We sit down and start to 
work on the questions on the worksheet. Problems immediately become evident; the task 
is rather difficult for the children, though it is a good one for the time allotted (finding 
species and estimating the total number in the habitat); they need total help with it though - 
they can't manage on their own. We (I) work out that there are 250 million grass plants in 
the field, something I find amazing, but the kids don't even pass comment. Are they so 
switched off by school that they affect boredom at everything. We go back and the prob-
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lems of interweaving with another teacher (and ancillary) again come into play: since we've 
been in groups this time the new groups as they are coming in disrupt everything that's 
going on with the other groups (though I can't pretend there was very much 'flow1 going with 
mine. ■.; ■ ■ w / •
June 21 ■.
- I begin today by attending a meeting with the staff and myself which Mrs A  has ar-
ranged. 16 or so people are present to talk about support.* Mrs A  has billed this as me 
sharing my thoughts with the rest of the staff on my experiences at xxxxxxx and a seminar 
has been arranged during lunchtime for the benefit of any staff who want to come. It's a 
goodturnout. , ;
I first of all talk about my experiences at the school and we then go onto a freer 
discussion about how support should operate. I make a number of points which are based 
on my diary and invite questions and discussion about them. I start by talking about how to 
target those in need of help - particularly if the organisation of the year groups is by setting 
and there is therefore a fairly homogeneous group of children in each set - and there are 
assenting nods from those who provide support in the school, notably Mrs A  and her col-
league B and from the two ancillary helpers. I talk about knowing what to do when the 
class teacher is giving the formal part of the lesson. I then go onto talk about How to pro-
vide the help and the problems of achieving status amongst the children when you are a 
support member. I talk about the difficulties in being primarily a supporter of children and 
moving to a situation in which one is a supporter of the teacher, collaborating in achieving 
targets, observing, changing roles etc. I talk about the difficulties in finding time for this 
change in role. This all provokes a wide-ranging discussion.
The first point that is made is about the person who is giving the support; the point 
is made that in this school support is principally given by the ancillary helpers. They say 
that for the ancillary it is not possible to be more of a support to the teacher, although it 
clearly depends on personalities. This develops into a more wide ranging discussion about 
LMS and the possible effects on special needs.
The point I made about the difficulty in knowing who to help is taken up by one or 
two members of staff who make the point that there is in fact quite a bit of difference 
between the children in the class. To them it is quite evident who should be helped. I say 
that this is not my experience though it does seem to be the case that there are some chil-
dren in each of the lowest sets who are capable of a great deal more than the others.
On the more interesting point of the way in which people interact next to one 
another the consensus seems to be that this is very much a matter of personalities and 
teaching styles. In some classes those who are supporting find it easy to team teach and 
work alongside colleagues; in others it is merely a matter of giving procedural advice to the 
children. ■
After some additional exchanges about the value of mixed ability teaching/GCSE 
for all/N C for all, Mrs A  brings the subject back to support and I suggest that there are 
considerable difficulties keeping up with the lesson, albeit at a very simple level. The teach-
ers say that they had not appreciated that this would be the case, precisely because the 
lessons were so simple. They hadn't noticed any look of puzzlement or discomfiture from 
me. Perhaps this is testament to the ten school years of learned strategies in coping with 
confusion and puzzlement in lessons which were too hard or badly explained; all of us 
perhaps learn to look inconspicuous - or develop more disruptive strategies for coping. 
Whatever, one o f the support ancillary staff comes up to me after the talk and says how 
• much she appreciates what I was saying * that teachers don't realise that you (  as support 
staff) don't know or understand the lesson, and that if this is the case, how much worse is it 
for the kids.
The Deputy Head also catches me after the meeting and continues with a theme I 
had begun to develop in the meeting: the need for team teaching as an appropriate solution 
to the tensions that I had been talking about and the need for it to be based in adequate 
time for preparation and evaluation. She says that with LMS it is unlikely or impossible that
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such tíme will be available and point to the likely scenario of support teachers increasingly 
being replaced by ancillaries. There isn't time now to develop this with her.
I then go down to science where X is already with the kids. The start of the lesson 
is characteristically straggly. He has decided that the lesson will continue to be on habitats 
and gives them a brief, unsatisfactory talk on what they are to be doing in this session. 
There is no clear guidance; I am confused and the kids certainly are. This added confusion 
between us is perhaps compounded by the fact that we missed our preparation time because 
I was giving my talk to the staff. P (ancillary helper) is also confused, though she says 
nothing. Kids are put into groups, and then have to be reallocated because none of them 
got the message first time round. We go out, me with my small group of five kids. They 
are very boisterous and it is more difficult to control them (for me) in this situation than in 
the classroom. The problems of status again come through louder than ever here outside 
on the field and some of the points made in the meeting are echoed for me. The kids are in 
the set of messing around for this session; a support member of staff has no status which 
enables him or her to intervene in this.
On return to the class (from the field) the kids come in aimlessly. The feeling is of 
aimlessness for me also. What will the kids be doing next; there is only about 5 minutes left 
to the lesson. X  arrives with some kids and then P with hers; there's a great deal of loud 
banter amongst the kids which is ineffectually dealt with by X. H e raises his voice and 
doesn't follow through with any of his threats. He doesn’t wait for the kids' attention before 
moving on. , ■ . , •
Onto geography. I see Z  who catches me at the beginning to go over some of the 
points I raised at the meeting. Again she raises the point that there are children in her class 
who are significantly below the level of the others in literacy and that they need extra help. 
She also makes the point that it is extremely valuable having someone else competent in the 
classroom, not for any 'high falutin academic reasons' but simply to assist with simple rou-
tine matters because the teacher can't be in two places at once. What she is saying seems to 
reinforce the point made by the Dep Head at the end of the meeting: the support that one 
offers is appreciated more as an extra pair of hands than as a skilled teacher; and I suppose 
reflecting on this it makes sense and is also in keeping with the ethos of Warnock and the 
1981 Act - in a specialist lesson, one isn't being a skilled subject specialist, one is providing 
procedural help to children and as often as not administrative and procedural help to the 
teacher. As such a competent ancillary is as effective as a trained support teacher; indeed 
may be more effective. It may mean that there are fewer tensions in the class, less ambi-
guity about who should be doing what. And if the point I made in the meeting is indeed 
correct - that team teaching is impossible without adequate preparation time, this may 
indeed be the appropriate solution for support.
The kids come in and the class as usual has to be rearranged into groups form 
rows. The kids do this characteristically noisily, making as much scraping noise and banging 
a s possible. Not the best way to start a lesson. However I'm in a supporting role - not an 
inspectorial one so how can I mention this kind of simple management point? With another 
teacher it may be possible, but not with Z, who is fairly highly strung and rather defensive. 
It would take quite a time to build trust and teamwork before this kind of point could be 
made. One would need to negotiate a working arrangement whereby the two teachers 
agreed to monitor each other's work and provide feedback for instance on management 
methods.
The lesson starts, and kids come in rather in dribs and drabs, and affecting total 
•boredom. Z  gives instructions to the lesson but although she is crisper than X  and far 
better prepared, she is perhaps too much so and expects too much of the children. She is 
perhaps affected here by GCSE expectations on these children and wants to push them on 
too much.. She is perhaps too conscientious. She repeats that she came from work in s 6th 
form college, and makes it clear that she is unused to this kind of work. She talks to them 
for a short while and I listen. They then move to working on their own on mapwork of the 
local district, incorporating questionnaire data from schoolfriends about where they live.
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There are indeed, as Z had suggested, vast differences in their ability to cope with this 
material. Most of the class can manage and a few, perhaps 4 or 5 who are finding the 
concepts associated with the instructions very difficult, eg the number of degrees in a circle, 
using a protractor etc. For these, almost total help is necessary and I'm surprised to find 
that when total help is provided some of the most difficult kids in the class become easy to 
manage. These kids seem to have a respect for me which I haven't noticed them expressing 
or showing to Z, maybe because when she was out last week I managed to talk to them in a 
fairly matter of fact way without raising my voice, by treating them as adults and talking to 
them as though they commanded the respect that adults would command. Whatever the 
reason, they respond well when I help them today. I note some interesting strategies when I 
go round to them to help. Those kids who have most difficulty (in this case in drawing a pie 
graph) survive by making up the answer (and why not!) or simply by copying. Their esti-
mates of the pie graph size seem to be almost as accurate as those which have been calcu-
lated. : .
I'm left in charge of the class for a while and have a strange feeling of freedom. 
Immediately I'm able to address the whole class as well as addressing individuals; again the 
question of establishing working rules from the outset with the person you're working with 
is highlighted; once other rules are got into, it must be very difficult to get out of them; they 
become an established norm. This perhaps also brings into play the whole question of a 
whole school policy for special needs and whether it should be stated at the outset that the 
support teacher is there to support the teacher as well as the children. This would put on 
the agenda at the outset the issue of establishing ground rules for collaborative work. My 
(our) rules in this situation are rapidly developing into teacher up-front, me as the assistant, 
only taking the up-front role when the teacher is out of the classroom. But this leads me 
onto another reflection: is it possible to go into a whole set of classrooms, each with a dif-
ferent subject being studied, and be knowledgeable enough in each to enable one to team 
teach effectively in each situation. I doubt it.
The lesson ends in the usual way - rather scrappily and with much shouting from Z  
to those who haven't finished their work. The kids go out sulkily and noisily. We talk about 
next week, when we will be taking them out to do a survey of shop use in xxxxxxx. I ask 
whether the kids will be able to do as she is suggesting or whether it will be too much; Z  is 
confident that they will be able to cope. She reaffirms how useful it is having me around 
and we talk about some of the kids. She remarks on how well behaved some of them have 
been this week and I comment on one particular girl who I have helped and comment on 
the contrast between this girl's demeanour when she is left to her own devices, and when 
she is helped. When she had undivided attention from me she was pleasant and well 
mannered and receptive to suggestions; if left to her own devices ( partly because she 
couldn't cope with the work) she was the most loud-mouthed and disruptive member of the 
class. Z  confirms this. I feel here, though I don't say it to Z, that my input may have had 
some influence on how receptive the kids have been today - and not just in being an extra 
pair of hands but also in having treated the kids more like adults.
■ June 28 .. . : " .
Arrive at school late this week because I'm caught up with some American visitors 
at the Poly, I’ve told X that I'll probably miss most of his lesson - in fact miss all of it.
Arrive for Z's lesson, a couple of minutes late, with the kids. Z  isn't there when I 
arrive but comes in half a minute after me, looking a little harassed and carrying the equip-
ment for the field trip to xxxxxxx. She gives out the materials, maps and clip boards, and 
• gives the kids some instructions on what to do. This is rather perfunctory and is peppered 
with loud rebukes to children for either not listening or for interrupting.. The kids aren't 
being attentive. Half are told to walk down one side of the street and half down the other 
then to cross over at the bottom of the road and come back marking the uses of the shops. 
Again this seems ambitious to me, even with a group of totally compliant children. I'm not 
even sure if I could do it. Too late to change now though. They get sent out and I follow 
with Z. She wonders whether she should have sent them in a crocodile, but decides that
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with fourth years that would be absurd. On crossing the road, all of the kids have cut a 
corner across a field and she calls them back to walk across the road so they won’t miss any 
of the shops - this in fact seems unimportant to me since there aren’t many shops at the top 
of the high st (it turns out later that in fact there aren't any. This highlights for me another 
problem of team teaching and support * that of the personality clash, in our case it's not so 
much of a clash as a mismatch, though if I pushed it it would be a clash. In this situation, I'd 
be far more laid back about what the kids were doing, especially in view of the time con-
straints, which I seem to feel more acutely than Z. Can I say to her' Oh it doesn't matter' ( 
which is what I want to say) if the kids are cutting this comer. I don't think she'd react to it 
well. I'm supposed to be supporting her, not directing her. Its up to her to set the direction 
and for me to support her in having taken it. This aspect of management could I suppose 
be shared if colleagues knew each other well enough and if they trusted each other enough. 
In this situation though I feel unable to intervene. Perhaps I should have done. We walk 
around the corner and half way down the hill without coming across any children. Z  is 
giving me her philosophy on education for lower achieving children. She thinks it is unreal-
istic to expect these children to do the GCSE course that they are doing, given that they 
have to undertake the same work as the other children. I suggest that we walk down on 
different sides of the road to help kids as we are going along, but Z thinks we ought to go 
down together and meet them at the end. It’s almost as though she herself wants the sup-
port; this would seem to be an ideal chance to use an extra person effectively, where there is 
perhaps more opportunity for the kids to get lost or confused.
We come across two of the more docile girls who are actually trying to do the task 
in hand, but have no idea what they are supposed to be doing. Z  begins to help them. I feel 
rather redundant and indicate to Z  that I «dll go off and find kids who are having difficulty. 
There are two boys (again two of the more docile ones) who are confused about what to do 
and I put them straight. Time is getting short and I move on down the hill without coming 
across any other kids. Then at the bottom where they have been told to wait there is a 
cluster of children. I go up to them and ask them what they have done; almost without 
exception (there are 7 or 8 children there) they have done nothing. They protest that they 
didn’t know what to do, and one has in fact done something but not as directed, indicating 
that perhaps the directions weren't as clear as they might have been. I tell them to set off 
again, having given some additional directions to them. They set off up the hill and meet Z  
coming down, who stops them again and gives them a new set of directions. One of the 
boys in fact says 'It's too difficult to do in 20 minutes - we'd need all day to do this properly!' 
My sentiments also. However, Z protests that if they had listened to the instructions and 
had concentrated on their trip down the hill, they could have done it in the allotted time. I 
doubt it very much. She sends some of the slower boys across the road with a totally new 
set of directions: to count the cars in the car parks. I follow them for a while to make sure 
they're on the right track and then set off up the hill after Z who is now sans kids and fol-
lowing them up. Time is very short; there's only 5 minutes or so to get back to school. 
More ideas form Z on how difficult it is to achieve any thing with these kids. Asks me for 
my advice on how to work with them. I say that it is very difficult when you're following a 
syllabus to tailor make the work for the kids, though I must confess I feel out of my depth 
here - would a GCSE board allow different kinds of work from these kids? It might well be 
possible, I feel, though clearly a simpler piece of work wouldn't be graded as highly. I say to 
her that in retrospect (though in fact I had said it before) a simpler task would have been 
more appropriate and that the task should have been much shorter (ie a much smaller 
* section of the map) for the time allowed. There is clearly a role her for the support teacher 
to negotiate on curricular issues with the mainstream teacher, but the lesson seems to be 
that the mainstream teacher has to initiate it. When we get back to the classroom we find 
that all of the children bar three have arrived back already, left their work and gone - they 
have to catch the bus at 10 past and it’s already 5 past. 3 haven't arrived back, however. We 
go to look at the work which has been left and it is fairly uniformly of very poor quality: they 
haven't followed instructions; many of them have nothing at all marked on the map, and
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those that have only have an indecipherable scrawl. I can't blame the kids entirely. Z is 
looking dejected by this and I try to offer some support. The most constructive thing I can 
think of to say to her is 'You try too hard, Z', and there is some truth in this. Materially and 
in terms of preparation this lesson was fine; the problems came in unrealistic expectations 
in terms of speed of work and intellectual grasp on the topic in hand.
I offer to go and look for the missing kids but Z feels she ought to; I say that I'll 
hang on here in case they turn up. After 10 minutes or so they haven't. I go down to see 
whether there are any other developments and meet Mrs A.
I tell Mrs A that this lesson was something of a washout, and seeing that I'm look-
ing less than totally happy and somewhat dispirited and disillusioned, she is extremely 
supportive of me. We talk over some of the irreconcilable issues to do with support and talk 
again over the seminar which I gave last week, which she said had been extremely valuable 
in opening up staff to new ideas. I recount this afternoon's experiences and she sympa-
thises, saying that Z's commitment was undoubted but that her feelings about the lower 
achieving pupils were of long-standing and that it was clearly an attitude transformation 
which was necessary if there were to be any development here.
I go back to the geography room With Mrs A and see Z on the way. The kids took 
themselves straight to the bus and got on without reporting back. Z less than amused.
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Appendix 3: Questionnaires and interview schedule
me of headteacher_ 
me and age range of school/ p!
% *■■'.7 s ' *
Which of the following categories of people work alongside the 
classteacher IN the classroom in any of your classes:
[please underline as appropriate]
!i) peripatetic teachers (e.g. special needs advisory teachers)
ii) ancillary helpers ,̂ auxiliaries, welfare assistant^ c ®»vjo
iii) parents . . .
iv) support services (speech therapists, physiotherapists, e t c . ) . K &
v) nursery nurses ' » . :
vi) other (please specify) >
vii) these arrangements do not obtain. (Please return this form even if 
this is the case.)
. In the class(es) where such arrangements have been most fully 
developed, how often in a week (roughly) do such arrangements 
normally work? .
Number of 
individuals
1 peripatetic teachers? 
auxiliaries etc?
; parents?
I support services?
1 nursery nurses?
: others?
\ \ ■ . - ■ ■ ■ ■  • . 
Can you summarise the ways in which the work of these people is 
structured? (e.g. ' 'peripatetic teacher takes class while
classteacher works with a small group of slow . learners '; 
'parents help with cooking'; 'parents hear reading')
1 0
2
Number of 
hours IN class
over how 
many days
Z(o O cta-f9 •
lo
/
S'
N  tot. fcro
t I
C.Cu-t-a^,
—tr CootcJL  ̂ | 1 » ^  \ \
O.IL cskpe^K — ■v - V c c x t - k o ,
I have kept the questions on this form to the bare minimum in order 
:o avoid drawing on your time too heavily. If however you have any 
»dditional comments or observations you would like to make about people 
forking alongside classteachers, particularly where children with special 
leeds are concerned, I would be very interested to read them if you would 
like to note them overleaf. , , ., ' '
j I shall be pursuing the research with some detailed classroom 
observations. If one of your classrooms might be able to accommodate me 
:or this purpose, I would be very grateful if you would indicate with a 
iick here:
Thank you very much for completing this questionnaire.
il would be very grateful if you would fill in the timetable on 
the following pages. It should not take more than five minutes 
or so to complete.
The timetable is designed to find out as much as possible about 
the ways in which people additional to the teacher (parents, 
peripatetic teachers, ancillary helpers, etc) are working 
¡alongside the teacher in the classroom.
¡Would you please complete the the timetable by using the code 
¡that I have provided and by recalling the times that people have 
■ worked alongside you in the classroom last week. Don't worry if 
lyour response looks complicated - I'll try to work it outi If no 
‘one worked with you in the classroom last week, just write 'nil' 
across the timetable.
If you feel that the timetable does not do justice to the variety 
of practice in your class, do feel free to try to explain what 
actually happens by writing on the reverse side of the form;
When you have completed the form please return it to your 
headteacher.
Thank you very much for your cooperation at what I realise is a 
very difficult time in all schools.
Gary Thomas, Senior Lecturer, Oxford Polytechnic.
Could you begin by giving the following details;
Name of School:
Name of teacher:
Age range of the children in your class: n  -  9
The record is being completed for the week beginning: l~1
I
Please look at the codes below and indicate the way-in which 
people worked alongside you IN your classroom in the last week by
■completing the blank timetable on
i
i
Code for people;
* PT= peripatetic teacher
| P = parent
j A = ancillary
i W = welfare assistant
i NN= nursery nurse
! other - please specify
the following page.
}
} Please also distin-
} guish people by their
} initials, eg Mrs B,
} Mrs M, Mr T, etc.
}
Code for activity;
i R = hearing reading
1 C = cooking
j S >  swimming
N = needlework 
A = art/craft 
X = computer 
L = language and
number games, etc
i PE= games/PE
j. M = music
TE= teaching specific 
; curriculum area 
(please specify)
SL= work with slow
learners/children 
with special needs
E = employing
special expertise 
not covered 
...  above
Code for group size;
1 = work with
individuals
2 = work with
small group 
(2-8pupils)
3 = whole class
0 = work without 
children
CL= cleaning,
tidying, etc
Y => mounting 
children's 
work; cutting 
•paper, etc
other -please
specify on the timetable
P l e a s e  c o m p l e t e  t h e  t i m e t a b l e  b y  u s i n g  t h e  c o d e s .  P l e a s e  a l s o  
p h a d e  b e s i d e  t h e  c o d e s  t o  i n d i c a t e  t h e  a p p r o x i m a t e  t i m e s  t h e s e  
I n d i v i d u a l s  w o r k e d  w i t h  y o u .  A n  e x a m p l e  i s  g i v e n  a t  t h e  f o o t  o f  
: h e  p a g e .
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What is your background - did you have any experience in 
special needs before becoming a support teacher? (What did 
that involve ... withdrawal? ...)
Have you had any INSET which is specific to, your current 
role?
tionshlps with teachers '
I As a support teacher, have you always felt accepted by your 
mainstream colleagues? (Probe - are there differences be-
tween colleagues in the way they accept you? What is it 
about the ’good1 colleaues that makes them easy to work 
with? What is it about the 'difficult1 colleagues....?)
Do your mainstream colleagues tend to seek your advice 
either about the teaching of children with special needs or 
the general structure of the lesson. If not - why do you 
think this is?
Do you have regular meetings with colleagues to discuss and 
plan lesson content and follow up? Yes - are there any 
weaknesses/problems in doing this? No - why is this?
What kind of role do you usually take in the mainstream 
class? For Instance, do you ever introduce a lesson or 
discipline the class as a whole (Would you like to but feel 
you shouldn't?)
Dov you ever feel that you don't have the subject knowledge 
to jcope with support in some subjects?
How far do you feel that the success of support depends on 
the teacher you're working with?
What are the main problems in providing support?
a t i o n s h i p s  w i t h  p u p i l s
Do you feel the pupils gain from your presence as a support 
teacher? What are the..pluses and minuses for them of your 
] support versus withdrawal?
j Are you always available to help all pupils: do they accept 
I your help readily or reluctantly? (Probe - are there differ- 
I ences in children's responsiveness in different lessons 
| why do you think this is?
! i Ifflaqp
Are there occasions when you feel your presence In the 
classroom is of little use? „
What changes would you like to make to make your work more 
effective?
